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P View Conference Program

P Overview

The Fourth Australian VET Research Association (AVETRA)
Conference is being held on 28-30 March 2001 at the Hilton
Hotel, Victoria Square, 233 Victoria Square, Adelaide, right in
the heart of the city. The conference is in the same week as
the UNEVOC Conference (26-28 March) which will attract
many international visitors, especially from Pacific countries.
It is anticipated that many will stay on for this AVETRA
Conference, and joint activities are being planned for the
Wednesday between the two VET conferences. It promises to
be a very exciting and stimulating week, in lovely Adelaide
weather at that time of the year.

P Conference themes and background

The conference will provide an opportunity to hear about the
latest research being conducted in the VET sector at
universities, by national and state and territory agencies and,
most importantly, by VET providers and schools themselves.

It will give the sector the chance to support and recognise
those involved in VET sector research in all its forms. These
people are building the sector's capacity to reflect critically on
its policies and practices and improve all that the sector does.
It is about taking research and making it live, breath and be
useful.




The conference aims to help people to build networks and to
be informative, challenging and practical.

Themes for the conference include:

- translating research into practice

- practitioners as researchers

- research partnerships

- lifelong learning, continuous and recurrent VET
- research for quality improvement

- research for innovation

- VET online, new

industries, science and technology

identifying new research directions

Keynote speakers

An exciting program of keynote speakers is being
organised, including the Australian National Training
Authority's CEO, Moira Scollay, Andy Smith for the
National Centre for Vocational Education Research and
Peter Kirby as conference rapporteur.

VET practitioner workshops

Day one of the conference (optional) is set aside for
practical activities and involves a range of workshops of
interest to VET practitioners and new and experienced
researchers alike. workshops

Papers and posters

Papers and posters on the above themes are now being
sought from VET teachers and trainers, public and private, as
well as those involved in VET-in-schools; university and VET
researchers; teacher educators; Industry Training Advisory
Body and enterprise training personnel; union
representatives; consultants; students; and anyone interested
in VET research and practice.

Papers and posters on topics associated with VET and VET
research are welcome and presentations and workshops can
be accommodated in the conference program.

View presentation topics and speakers
Submission of abstracts

Abstracts (of approximately 200 words) of proposed papers
and posters must be received by 27 October 2000. The
abstract heading must include the title of the paper or poster,
followed by the name(s) and affiliation(s) of the author(s) and
the name and address of the person who will be presenting
the paper or displaying the poster at the conference. At the
foot of the abstract should be listed the conference theme for

4



which the paper/poster is most relevant, as well as up to three
key words that best describe the paper’s/poster's content.

The presenting author will be advised in writing of acceptance
of the abstract and will be provided with an author’s kit for
formatting the paper or details on displaying the poster.

Abstracts are to be sent (via email or disk) to:

Dr Roger Harris

Centre for Research in Education, Equity and Work
University of South Australia

Holbrooks Road

Underdale, SA 5032

Email: roger.harris@unisa.edu.au

There will be an option for papers to be refereed (to meet
DETYA E1 requirements). Please indicate when you submit
your abstract whether you wish to take up this option. Further
information will be sent on acceptance of abstracts, together
with the author’s kit.

Poster sessions and displays

Why not consider presenting a poster rather than a paper?
This format often appeals to different people, and in different
ways than a conventional paper presentation.

Only 20 poster spots will be available at the conference. One
session between 4.00 and 4.45pm on Thursday 29 March
2001 will be set aside for delegates to attend the poster
session, but if you also make yourself available at morning
and afternoon teas and over lunch, you will be amazed at the
range of contacts you will make.

Registrations for posters close on 31 January 2001. Posters
will not be refereed.

For some examples of poster sessions and ideas, refer to
http://www.spotlight.sa.edu.au/tas/form.htm

Submission date for papers to be refereed will be 31 January
2001.

Submission date for papers not requiring to be refereed will be
29 March 2001.

Display date for posters will be the morning of 29 March 2001
(and to remain in place through 30 March 2001).
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Dr Tilahun Mengesha Afrassa
Factors influencing the employability of VET graduates over time: a PLS analysis
Abstract Paper

David Atchoarena
From Research to Reality: an international perspective (international panel)

Paper

Leoni Arandez, Les Comley & Sue Holden
Do TAFE institutes walk the talk - are they models of learning organisations?
Abstract Paper

Eunice N. Askov & Mary Simpson
Researching Distance Education: Penn State's Online Adult Education M. Ed. Degree on the World Campus

Abstract Paper

James Athanasou
Young people in transition: Factors influencing the educational-vocational pathways of Australian school-leavers

Abstract Paper

Katrina Ball & Stephen Lamb
School non-completers: Outcomes in vocational education and training

Abstract Paper

Kate Barnett & Craig Harrison
A model to increase the participation in VET by students with a disability

Abstract Paper

Llandis Barratt-Pugh
Searching for extended identity: the problematised role of managing people development, as illuminated by the
Frontline Management Initiative

Abstract Paper

Susan Baxter & Nicola Yelland
Bringing research & policy development together - The DETYA Research Fellowship Scheme

Abstract

Stephen Billett



Workplace affordances and individual engagement at work
Abstract Paper

Kaaren Blom, David Meyers et a/
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Abstract Paper

Andrew Boorman
How institutions respond to training packages
Abstract Paper

Gerald Burke
Trends in educational expenditure
Abstract Paper
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Keeping death out of the curriculum: workbased learning through scenario methodology in emergency services
Abstract

Sarojni Choy, Cathy McNickle & Berwyn Clayton
Online support for VET clients: expectations and experiences
Abstract

Berwyn Clayton, Robin Booth & Sue Roy .
Maximising confidence in assessment decision making - springboard to quality in assessment

Abstract Paper

Andrew Clements & Geoff Speers
Development of an industry training strategy for the abattoir industry in NSW

Abstract Paper

Jim Cumming & Christine Owen
Reforming schools through innovative teaching

Abstract Paper

Lester Davis & Stewart Hase
Self-determined learning in the workplace

Abstract Paper

Thomas Deissinger
Quality control and employability: Are the parameters of VET in Germany's dual system facing severe challenges?

Abstract Paper

Cathy Down
Learning for transfer - a framework for action

Abstract Paper

Cathy Down & Jane Stewart
Implementation of training packages at RMIT

Abstract Paper

George Eraclides & Vivien Archia
Teachers' difficulties in teaching students with disabilities
Abstract Paper

Elizabeth Evans
Interpreting educational research using statistical software

Abstract Paper




lan Falk
Colloquium - Leadership in VET (four NREC projects - over two sessions)

Abstract

Jane Figgis
Colloguium - What, if anything, is a training/learning culture? (four NREC projects - over two sessions)

Abstract

Bruce Gilbertson
Opening Pandoras' Box (KEYNOTE)

Abstract Paper

Malcolm Goff & Jennifer Nevard
PEEL, education and TAFE learning model: a regional WA response to collocation

Abstract Paper

Steve Goldsmith
Curriculum development and discursive practices: Building a training culture around dual diagnosis

Abstract Paper

Lauri Grace
Adult learners and barriers to success in VET flexible delivery programs

Abstract Paper

Stewart Hase & Chris Kenyon
Moving from andragogy to heutagogy in vocational education

Abstract Paper

John Henry, John Mitchell & Susan Young
Workbased learning in the contemporary Australian VET sector: A re-appraisal

Abstract Paper

John Henry, Lyn Wakefield & Peter Smith
Flexible delivery as a 'whole organisation' operation: What does this mean in practice?

Abstract Paper

Anne Herbert
Action learning as professional development for vocational educators

Abstract

John Hunter & Geoff Sanderson
Training Packages: the scientific management of education

Abstract Paper

Meredith Isbell
The position of women in production in the process of manufacturing industry in SA: implications for VET

Abstract Paper

Susan Johns, Sue Kilpatrick, Bill Mulford & lan Falk
Thinking outside the box: A remove VET-schools program challenges traditional boundaries

Abstract Paper

Robyn Johnson & Geof Hawke
Drivers of learning cultures within organisations: Findings from case studies

Abstract Paper

Anne Jones
It's a judgment call: The significance of 'rugged individualism’ and 'assessor communities' in making assessment

judgements
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Abstract Paper

Jack Keating
Qualifications frameworks in Britain and Australia - a comparative note

Abstract

Peter Kell
Issues in VET research: current crisis and potential possibilities?

Abstract Paper

Lola Krogh
Action research as action learning as action research as action learning .... at multiple levels in adult education

Abstract Paper

Michaela Kronemann
TAFE Teachers: Facing the challenge

Abstract Paper

Megan Lugg
Helping school-based VET teachers make meaning of their work
Abstract

Yufent Liu
The development and reform of vocational education in China

Abstract Paper

John Martino & Sue Holden .
Increasing opportunities for apprenticeships and traineeships in Melbourne's western region

Abstract Paper

Claire McBeath
Evaluating teacher training for industry trainers

Abstract Paper

John Mcintyre & Mez Egg
Urban disadvantage and provider equity strategies

Abstract Paper

Heather McKay
Embracing post-modernism in classroom practice

Abstract Paper

Cathy McNickle & Rhonda Daniell
Online student services: an overview of provision

Abstract Paper

Josie Misko & Edward Slack
Destinations of school-leavers who took advantage of structured work placements as part of their VET course

Abstract Paper

John Mitchell
The challenges in developing VET competencies in e-commerce

Abstract Paper

John Mitchell, Susan Young & Sarah Wood
Internal and external factors affecting the impact on an organisation of a national staff development program

Abstract Paper

Alan Montague




What are the mitigating conditions that prevent the uptake of apprenticeships and traineeships among secondary
school adolescents in Victoria?

Abstract Paper

Gavin Moodie
Translating practice into research: how we have come to define and structure 'vocational' education

Abstract Paper

Dianne Mulcahy
Unravelling aspects of the Frontline Management Initiative

Abstract Paper

Oanh Phan
The effectiveness of enabling courses in assisting individuals to progress to other training programs.

Abstract  Paper

Heather Pitt
Degrees go to TAFE: Transition experiences in a multi-sectoral institution

Abstract

Karen Plane
Community capacity building in regional VET - the place for small business in developing a lifelong learning
community. Disparate workplace learning cultures or similar challenges for VET?

Abstract Paper

Zoe Reid
Literacy and first line management
Abstract Paper

Kerry Renwick
Learning about learning online
Abstract Paper

Ann Rice
The world of work of a TAFE institute manager
Abstract Paper

lan Rdos, Chris Selby Smith & Liz Wright
Misfit and match: The Frontline Management Initiative in the community services and health industry
Abstract Paper

Santi Ruiz, Richard Earl, Julie Ruiz & Pam van den Broeke
IT Training Package and the workplace context - how?
Abstract Paper

Kay Sanderson
Performance level assessment - developing quality and consistency through research partnerships
Abstract Paper

John Saunders
ACE-VET linkages: Provider, student and industry views
Abstract Paper

Stephan Saunders
Using training indicators to improve VET planning
Abstract Paper

Lesley Scanlon

Student experiences of generic competency learning: A case of practitioner research
Abstract Paper
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Kaye Schofield, Anne Walsh, Bernice Melville & Deborah Bennett
Professional practices online: renovating past practices or building new ones?
Abstract Paper

Jerry Schwab
VET in school for indigenous students: Success through ‘cultural fit'
Abstract Paper

Chris Selby Smith
The impact of research on decision-making by practitioners
Abstract Paper

Jan Shepherd
Supporting women returning to work - A European perspective
Abstract Paper

Sue Shore
Racialised discourse and adult learning principles: some thoughts about 'difference’ in VET
Abstract Paper

Michele Simons & Roger Harris
Different realities: staff development in public and private providers of VET
Abstract Paper

Janet Simpson
Managing the transformation to an e-learning organisation
Abstract Paper

Linda Smart & Ben Fennessy
Technology - an empowering tool for learning
Abstract Paper

Andy Smith
Never mind the width, feel the quality: improving VET research in Australia

Paper

Erica Smith, Annette Green & Ros Brennan
A foot in both camps: School students and workplaces
Abstract Paper

Heather Smith
Training the TAFE sessional workforce: a new dynamic in professional development.
Abstract Paper

Peter Smith, Lyn Wakefield & lan Robertson
Testing the feasibility of strategies to enhance flexible delivery in the workplace
Abstract Paper

Lucy Stockdale & Erefilly Potter
Development of online evaluation for improving customer service at Kangan Batman TAFE
Abstract

Lucy Stockdale & Heather Symons
Workshop: Survey methods user group (SMUG)
Abstract

Ruth Trenerry
Learning work, learning to work: Literacy, language and numeracy as vehicles for learning in training packages
Abstract Paper

Peter Turner & James Mulraney
Learning from small enterprise structured work placement
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Abstract Paper

Judith Uren
Increasing successful outcomes for TAFE students
Abstract Paper

Christine Velde
Perceptions of vocational education and learning in Japan and Australia: A comparative study
Abstract

Regine Wagner & Merilyn Childs
Dilemmas in workbased learning
Abstract

Anne Walsh
Problems to problematics - a journey
Abstract Paper

Louise Watson
Who pays for lifelong learning?
Abstract Paper

Leesa Wheelahan
Research, policy & practice: how do they fit together? A case study on pathways and articulation at VUT
Abstract Paper

Karen Whittingham, Tilda Lupton & Odwyn Jones
Discussion Group: AVETRA Science & Technology Applied Research in TAFE (START) network
Abstract :

Karen Whittingham, Fran Ferrier & Cliff Trood
The missing link? The VET sector and Australia's national innovation system
Abstract

Paul Williams
New Zealand's review of industry training policy. A small step forward or the start of something new?
Abstract

Graeme Young
Using research to inform business and strategic decisions
Abstract Paper

Susan Young & John Mitchell
National change management and staff development needs in VET
Abstract

POSTERS

Jenny Cherry
The role of the workplace assessor
Poster

Centre for Research and Learning in Regional Australia (University of Tasmania)
Call for an integrated mode! for VET quality
Poster

Marilyn Kell
Falling through the gaps
Poster

Barbara Rohde
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The romance and reality of IT for young women

Poster

Cliff Trood

The diffusion of policy in contexts of practice: Informal networks and innovative practice

Poster
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Student level factors that influence the employability of
TAFE graduates over time: a partial least-squares analysis

Tilahun Mengesha Afrassa
Office of Vocational Education and Training (OVET), Adelaide

The Australian vocational education and training (VET) courses are
designed to meet the skills of industry and employability of students.
While many students are unemployed before commencing their study, the
nature of technical and further education (TAFE) is such that most
students are employed and/or seek part time employment during their
period of study. Nevertheless, after graduation from TAFE some will be
in jobs while others will not - and some will have moved to better jobs.

In 1999, AC Nielsen Research collected Student Outcomes Survey (SOS)
data from 4673 South Australian 1998 TAFE graduates on behalf of the
National Centre for Vocational Education Research (NCVER), who
manage a program of satisfaction and destination surveys. In addition, in
2000, NCS Australasia also collected SOS data from 2819 South
Australian 1999 TAFE graduates on behalf of NCVER. Among these
completing students, some were employed (part time or full time)
whereas others were unemployed. Some of the students were employed
before starting the course while some were also employed during the
course, and the remaining graduates were unemployed.

Thus, the main purpose of the present study is to identify whether or not
the student level factors that influence the employability of 1998 VET
graduates are similar to that of the 1999 VET graduates. The data
employed for the study are the 1999 and 2000 South Australian SOS data
mentioned above. In this paper, partial least square path analysis methods
are employed to examine student level factors that influence
employability of students after graduation from TAFE over time using the
partial least squares path analysis (PLSPATH) 3.01 (Sellin 1990)
computer program. Conclusions are drawn about the student level factors
that influence the employability level of students.

Factors influencing employability of students

The main purposes of TAFE courses are to prepare people for employment. Thus, in
general, students after completing their TAFE courses are employed in the areas in
which they were trained. However, completing a course or graduating from TAFE
does not guarantee employment by itself. Previous research findings have indicated
that many different factors influence the employability of TAFE graduates. One of
the factors that is believed to influence employment is the qualification obtained. The
understanding is that students will be employed if they graduate from TAFE.
However, previous research findings do not support this assumption. Harris (1996)
has studied the probability of employment within the youth labour market. The
findings show that school leavers who completed Year 12 are much more likely to be
employed than those who go on to obtain a trades qualification. In addition, Wooden
(1999) contends that multivariate studies of employment status reveals that on
balance, trades qualifications do not confer much in the way of an employment
advantage.
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The other factor that influences TAFE graduates’ employability is employment
before the training. Previous research findings show that students who were
unemployed before attending the TAFE course were less likely to be employed after
completing their course. In their survey study of students who completed Bachelor
Degree and Associate Diploma courses in 1995 from Victorian Universities and TAFE
institutes, Teese and his colleagues (1998, p 16) have suggested that,’... it is
frequently ineffective attempting to correct unemployment or to enter employment
from outside the labour force by training in the TAFE sector’.

Kinnaird (1998, p 8) has reported that employment outcomes before the course for
people who did information technology courses in 1996 in New South Wales (NSW)
TAFE and who were unemployed in the six months before starting the course were
very unfavourably placed. He found that the proportion unemployed after
completing the course was double the NSW TAFE average for people with this
background (ie 35% vs 18%).

Previous research findings have also shown that persons of Aboriginal descent were
less likely to be employed when compared with those of non-Aboriginal descent
(Castle and Hagan 1984; Cousins and Nieuwenhuysen 1983; Miller 1989; Ross 1987).
However, after controlling for the effects of education, Harris (1996) found that those
of Aboriginal descent did not appear to be disadvantaged.

Harris (1996) has also reported that disabled persons were significantly and similarly
disadvantaged in the workplace, when compared with non-disabled persons.

Furthermore, Fan and Antoine (1999) have found a significant difference in
employment destination between graduates with English-speaking and non-English
speaking backgrounds. These authors reported that graduates from English-speaking
backgrounds were more likely to be employed either full time or part time than their
colleagues with non-English speaking backgrounds. This finding was consistent with
those of Jones (1992), McAllister (1986) and Tiggemann and Winefield (1989). The
study indicated that even if all the graduates held Australian tertiary qualifications,
language background still played a role in gaining employment.

Data collection

In this study, two data sets collected at different occasions are used for analysis. The
first data set includes 4673 students who attended a TAFE institute in South
Australia and who completed a Certificate, Advanced Certificate, Associate Diploma,
Diploma, Advanced Diploma or a Bachelors Degree of at least 200 hours or one
semester in duration in 1998. The second data set includes 2819 students who
attended a TAFE institute in South Australia and who completed at least one of the
above-mentioned qualifications in 1999 and had an Australian address as their usual
address. The data sets were collected in 1999 and 2000 respectively.

The AC Nielsen Research (1999) report states that for the 1999 data set, the survey
involved sending a questionnaire to all 1998 graduates. The NCS Australasia (2000)
report states that for the 2000 data sets, the survey involved sending a questionnaire
to a stratified, randomly selected sample of 1999 TAFE graduates. On both occasions
the survey was employed to measure VET students’ employment, further study



destinations, and opinions of the training undertaken (AC Nielsen Research 1999;
NCS Australasia 2000).

The present study is a secondary analysis using part of these data to identify and
compare the student level factors that influence the employability of the 1998 and
1999 South Australian TAFE graduates. This analysis goes beyond the initial
objectives of those who collected the data.

Method

From the findings of previous research, a model of student level factors influencing
employability of South Australian TAFE graduates was developed. The PLSPATH
procedure (Sellin 1990) was chosen as an appropriate multivariate technique to
examine the hypothesised model.

Significance test

In the final structure of the model, it was decided that when the value of the direct
path was less than twice its standard error, the path should be removed (Falk and
Miller 1992). This involves the assumption that the path coefficient is actually zero
when it is smaller than twice its standard error. In addition, it was recommended
that a direct path with £<0.07 should be removed, because such values would show
an insignificant effect in the estimation of a relationship between two latent variables
(LVs). Hence, the larger the 8 value the larger the effect in the path model. This
estimation process was repeated successively until all nonsignificant paths had been
removed.

The other criterion used to assess the strength of the final path model was the
maximum variance (R?) of the outcome variable Employment after training (EMPL_A).
The value of R? gives the maximum variance explained of a construct when the
preceding predictor variables are included in the analysis. Thus, the larger R2, the
more of the variance is explained.

The modification, trimming or deletion of variables and paths in the path model
involves the removing of all paths not contributing to the LVs. With the use of the
trimming procedure, some latent variables were removed from further analysis.

Results of the PLSPATH analysis

The first part of this paper discusses the results obtained when the hypothesised
model was tested by employing PLSPATH in the analysis of data from the 2000
South Australian SOS Study. The second part of the paper compares the student
level factors that influence the employability of South Australian TAFE graduates on
different occasions.
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Table 1: SOS 2000 - inner model jackknife results

Variable JknMean JknStd Direct Indirect Total Corr

RZ

EMPL A

.29
GENDER - - - -.02 -.02 -.07
STUDAGE - - - .07 .07 .009
RACE .07 .02 .07 .05 .12 .14
C_BIRTH - - - -.09 -.09 -.11
LANGHOME - - - .03 .03 .13
DISABLED .07 .07 .13
HSSQ_COM - - - .01 .01 .06
QUAL_B - - - .06 .06 .04
STATUS .10 .02 .10 -.07 .03 -.0007
STUDY_B - - - -.002 -.001 -.03
EMPL_B .23 .02 .23 .17 .40 .38
REASON .10 .03 .10 .03 .14 .19
EMPL_ONC .36 .01 .36 -.003 .35 .48
QUAL_C .02 .01 .02 - .02 .13

JknMean = Jackknife mean
JknSE = Jackknife standard error

Table 1 shows the inner model results for the PLSPATH analysis for the South
Australian 2000 SOS data set. Fifteen LVs were hypothesised to influence the
outcome variable employment status at 26 May 2000.

EMPL_A (employment status at 26 May 2000)

The employment status of VET graduates at 26 May 2000 was hypothesised to be
influenced by 15 LVs. The result of the PLS analysis reveals that five of the 15 factors
influence Employment status at 26 May 2000 both directly and indirectly, while six
other factors influenced EMPL_A indirectly (see Table 1). One factor, QUAL_C,
shows a direct effect, while the LOCATION factor does not show any effect on the
outcome variable. The six factors that have a direct influence on EMPL_A are: RACE,
STATUS, EMPL_B, REASON, EMPL_ONC and QUAL_C.

Direct effects _
The seven factors that have a direct influence on employment status after graduation
are discussed in greater detail as follows.

RACE (Aboriginality)

RACE indicates a total effect of 0.12 on employment after graduation. The results of the
analysis reveal that students of non-Aboriginal descent are more likely to be
employed after graduation than students of Aboriginal descent.

STATUS (best description by student of status when starting the course)

This is a LV that influences employability of students directly (0.10) and indirectly (-
0.07). The total effect (0.03) indicates that students who are still enrolled at secondary
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schools or who start the course within 12 months after leaving secondary school are
more likely to be employed after they graduate from TAFE than students who begin
more than 12 months after leaving school.

EMPL_B (employment before the training)

This LV influences employment status after training directly (0.23) and also has a
sizeable indirect effect (0.17). It is the strongest (0.40) variable that has both direct
and indirect effect on employment status after TAFE graduation (see Table 1). The
evidence shows that students who are employed before they start their TAFE
training are likely to be employed after graduation.

This finding is consistent with previous research findings. In their survey study of
students who have completed bachelor degrees and associate diploma courses in
1995 from Victorian Universities and TAFE institutes, Teese et al (1998) have
reported that TAFE graduates who are employed before their training have a much
greater likelihood of being employed after completion of their course than their
colleagues who were unemployed before the course.

Furthermore, Kinnaird (1998) has reported that employment outcomes for people
who took information technology courses in 1996 in NSW TAFE and who were
unemployed in the six months before starting the course were particularly
unfavourable. Kinnaird has also reported that the proportion unemployed after
completing the course was double the NSW TAFE average for people with this
background (ie 35% vs 18%).

REASON (reason for doing the course)

This LV influences employment after graduation both directly (0.10) and mdlrectly
(0.03). The total effect is 0.14; it is the third strongest variable that has both direct and
indirect effects on employment status after graduation (see Table 1). The evidence shows
that students who express more vocational reasons for studying the TAFE course are
more likely to be employed after graduation than students who express non-
vocational reasons.

EMPL_ONC (employment status during the final semester of the course)

This LV influences the employment status of TAFE graduates both directly (0.36) and
indirectly (-0.003). The total effect is 0.35. It is the second strongest variable next to
EMPL_B to influence employment status after graduation. This result indicates that
TAFE graduates who are employed during their training time are more likely to be
employed after graduation than graduates who are unemployed during their course
of study. The effect of EMP_B and EMPL_ONC on EMPL_A reveals that students in
order to get a job should have some kind of work experience before the course
and/or during their training period.

QUAL_C (level of qualification received by the students for the course)

This variable indicates that students who receive the highest qualification, such as a
diploma or associate diploma from the course, are likely to be employed after they
graduate from TAFE than students who receive the lowest qualifications such as
Certificate I. However, it is important to observe that this effect is a weak effect with
only a direct influence on employment status after graduation, and is only included in
the analysis in order to test for and examine its direct effects. This implies that the
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variable is not greatly helping students to be employed after graduation. This finding
is consistent with previous studies. Brooks and Volker (1985) show that trades-
qualified males do not have employment probabilities that are higher than males
who left school at the age of 16, 17 or 18 years. Furthermore, these authors have
reported that trades-qualified females actually do worse than their early school
leaver colleagues. Inglis and Stromback (1986) have reported similar findings.
Furthermore, Harris (1996) has reported that school leavers who completed year 12
are much more likely to be employed than those who go on to obtain a trade
qualification. Recently, Wooden (1999, p 10) has reported that people who received
trades qualifications do not confer much in the way of an employment advantage.

Therefore, this finding indicates that TAFE qualifications without previous work
experience are not likely to be a key factor in entering employment.

Indirect effects

The seven factors that have indirect influences on employment status after
graduation are discussed as follows.

GENDER (sex of the student)

GENDER shows an indirect (-0.02) effect on employment after graduation operating
through REASON and QUAL_C. This result indicates that male students are more
likely to be employed than female students (see Table 1).

STUDAGE (age of the student)

STUDAGE also shows an indirect (0.07) effect on employment after graduation
operating through EMPL_ONC and QUAL_C. This result indicates that older
students are more likely to be employed than younger students (see Table 1).

DISABLED (disability)

This is a LV that influences employability of students only indirectly (0.07). This
variable indicates that non-disabled students are more likely to be employed after
they graduate from TAFE than students with some kind of disability.

C_BIRTH (country of birth)

This LV influences the employment status of TAFE graduates indirectly (-0.09). This
indirect effect indicates that Australian-born TAFE graduates are likely to be
employed after graduation when compared with non-Australian born graduates.
This finding is consistent with previous research findings reported by Brooks and
Volker (1983) and Inglis and Stromback (1986). The authors found that country of
birth had significance influence on employment outcomes. In the present study,
country of birth does not show a direct effect, however, the indirect effect is stronger
than the direct effect of a qualification from the course.

LANGHOME (language spoken in the home)

Language spoken in the home influences employability of students after graduation.
The indirect effect is 0.03. This effect indicates that graduates who speak English in
their homes are more likely to be employed after graduation than those who speak a
language other than English. This finding is consistent with those reported by Fan
and Antoine (1999), Inglis and Stromback (1986), Jones (1992), McAllister (1986) and
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Tiggemann and Winefield (1989). Fan and Antoine have reported that even if all the
graduates hold Australian tertiary qualifications, language background still plays a
role in gaining employment. In the present study, language does not show a direct
effect, however, the indirect effect is stronger than the direct effect of a qualification
from the course.

HSSQ_COM (highest secondary school completed before the course)

HSSQ_COM (0.01) influences the outcome variable only indirectly through QUAL_C.
The result indicates that students who have completed year 12 before the course are
more likely to be employed than students who do not complete year 12 (see Table 1).

QUAL_B (level of educational qualification before the course)

QUAL_B also shows an indirect (0.06) effect on employment after graduation, operating
through EMPL_B and QUAL_C. The result indicates that students who received
educational qualifications before the course are more likely to be employed than
students who did not receive any educational qualifications before the course (see

Table 1).

STUDY_B (study during six months before starting the course)

STUDY_B also shows an indirect (-0.002) effect on employment after graduation,
operating through QUAL_C. The result indicates that students who did not study in
the six months before starting the course are more likely to be employed than
students who did (see Table 1).

The only variable that does not show either direct or indirect effects is the place
where students are living; that is, whether the student lives in a capital city or other area
(LOCATION).

Discussion

Among the 15 LVs hypothesised to influence the employability of the South
Australian 1999 TAFE graduates, only six variables showed a direct influence on the
outcome variable. The variables that showed a direct influence on EMPL_A are
RACE, STATUS, EMPL_B, REASON, EMPL_ONC and QUAL_C. One other factor,
namely LOCATION, did not show either direct or indirect influence on the outcome
variable, whereas the remaining seven variables showed an indirect influence on the
outcome variable.

Comparisons between different occasions

Table 2 presents the direct and indirect effects of LVs identified as student level
factors that influence the employability of TAFE graduates on the different occasions.
The first column shows the variables, while the remaining columns show the direct,
indirect and total effects of each variable on employability on each occasion. The
direct effects of each variable on the outcome measure employability were considered
to indicate the relative strengths of the factors that influence employability on the
different occasions.

Gender

Gender was considered to be a factor that would influence employability of the 1998
and 1999 South Australian TAFE graduates data sets. However, GENDER showed
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weak indirect effects for both data sets. The effect of GENDER on the outcome
variable for both data sets showed that male students are more likely to be employed
after graduation than their female colleagues. However, it is important to observe
that the influence of GENDER is decreasing from -.06 (1998) to -.02 (1999).

Student age

Student age was considered a factor that would influence employability of the 1998
and 1999 South Australian TAFE graduates data sets. However, the variable showed
indirect effects for both data sets. The indirect effect of age on the outcome variable
for both data sets showed that older graduates are more likely to be employed after
graduation than their younger colleagues.

Race

Whether the graduate is of Aboriginal descent or not was considered a factor that
would influence employability of the 1998 and 1999 South Australian TAFE graduates
data sets. This variable showed both a direct and indirect effect for the 1999 TAFE
graduates. The total effect was small, however; the same variable showed only an
insignificant indirect effect for the 1998 TAFE graduates’ data set. The effect of RACE
on the outcome variable for both data sets showed that students of non-Aboriginal
descent are more likely to be employed after graduation than their colleagues of
Aboriginal descent. However, it is important to observe that the influence of RACE is
increasing, from an insignificant indirect effect in 1998 to direct and indirect effects in
1999. This change from indirect to both direct and indirect effects warrants further
investigation.

Country of birth

The country where a graduate was born had both direct and indirect effects for the
1998 TAFE graduates. The total effect was small, however. The same variable
showed an indirect effect for the 1999 TAFE graduates’ data set. The effect of this on
the outcome variable for both data sets showed that Australian-born graduates are
more likely to be employed after graduation than non Australian-born graduates.
However, it is important to observe that the influence of country of birth has declined
from a direct effect in 1998 to an indirect effect in 1999. While this change from a
direct to an indirect effect shows that the importance of the variable as a factor is
declining, the difference between the total effects of both data sets is almost the same
(only .02). Therefore, the variable warrants further investigation.



Table 2: Comparisons of student factors that influence employability of TAFE
graduates on different occasions

| Variable Effects of the 1999 data Effects of the 2000 data

Name Direct  Indirect Total | Direct  Indirect  Total

Gender - -.06 -.06 - -.02 -.02
Student age - .08 .08 - .07 .07
Aboriginal descent - .006 .006 .07 .05 12
Country of birth -08 -.03 -11 - -.09 -.09
Language spoken in the home - .03 .03 .03 .03
Disability .09 .04 13 - 07 .07
Location - -.02 -.02 - - -
High school completion - -05 -.05 - .01 .01
Qualification before the course - .08 .08 - .06 .06
Status before the course .07 -.05 .02 10 -.07 .03
Study before the course - - - - -002 -.002
Employment status before the course .14 21 35 23 A7 40
Reason for doing the course A1 .04 14 .10 .03 14
Employment status during the course 42 - 42 36 -.003 35
Qualification received from the course .02 - .02 .02 - .02

Language spoken in the home

The language spoken in the home by the graduate was considered to be a factor that
would influence employability of the 1998 and 1999 South Australian TAFE graduates.
This variable shows only indirect effects for both data sets. These indirect effects on
the outcome variable for both sets show that students who speak English in the home
are more likely to be employed after graduation than students who speak a language
other than English.

Disability

Whether the graduate has some kind of disability or not was considered to be a
factor that would influence employability of the 1998 and 1999 South Australian TAFE
graduate data sets. However, this variable shows direct and indirect effects for 1998
graduates and only an indirect effect for 1999 graduates. The effect of disability on the
outcome variable for both data sets shows that non-disabled students are more likely
to be employed after graduation than their disabled colleagues.

Location

Whether the graduate is living in a capital city or not was considered a factor
influencing employability of the 1998 and 1999 South Australian TAFE graduates. This
variable shows an insignificant indirect effect only for the 1998 data set. However,
the variable did not show any effect for the 1999 TAFE graduates. This indicates that
there is no difference between graduates from capital cities and those from other
areas to be employed after graduation. Therefore, the area where the graduate lives
should no longer be considered a factor that influences the employability of the
South Australian TAFE graduates.

Highest secondary school completion

Although whether the student completed Year 12 before starting the course or not
was predicted to influence employability, the variable shows an insignificant indirect
effect for the 1998 and 1999 data sets.
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The level of qualifications received before the course

The level of qualifications received by the student before starting the course had an
indirect effect for both data sets. The effect of level of qualifications received before the
course on the outcome variable for both data sets showed that students who received
qualifications (such as bachelor degree or higher, advanced diploma or diploma), are
more likely to be employed after graduation than their colleagues without any
qualifications before the course.

Best description by student of status when starting the course

The description by student about his/her status when starting the course had both
direct and indirect effects on the outcome variable employability for both data sets.
The total effects indicate that students who began while still enrolled at secondary
school or within 12 months after leaving are more likely to be employed after they
graduate from TAFE than students who enrolled more than 12 months after leaving
secondary school.

Study during six months before starting the course.

Whether the student was studying six months before starting the course had a trivial
indirect (-0.002) effect on the outcome variable entployability for the 1999 data set only.

Employment status before starting the course

The employment status of the student before starting the course had both direct and
indirect effects on the outcome variable employability for both data sets. This indicates
that students who are employed before starting the course are more likely to be
employed after they graduate from TAFE than students who were unemployed.

Reason for doing the course

The student’s reason for doing the course had both direct and indirect effects on the
outcome variable employability for both sets. Thus, students who did the course for
vocational reasons are more likely to be employed after they graduate from TAFE
than students who did the course for non-vocational reasons.

Employment status during the course

The employment status of the student during the course showed only a direct effect
for the 1998 data set, but had both direct and indirect effects on the outcome variable
employability for the 1999 set. However, the indirect effect for the 2000 data set was
trivial. The total effects for both data sets indicate that students who are employed
during the course are more likely to be employed after they graduate from TAFE
than students who are unemployed during the course.

Qualification received from the course

The level of qualification received from the course was considered a factor that
would influence employability of the 1998 and 1999 South Australian TAFE graduate
data sets. The variable shows only direct effects for the data sets. However, the
values for these direct effects were trivial. The total effects indicate that students who
have received a higher level of qualification from the course are more likely to be
employed after they graduate from TAFE than students who have received a lower
level.
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Similarities and differences between the 1998 and 1999 data sets

Among the 15 LVs hypothesised to influence the employability of South Australian
TAFE graduates, five factors influenced the outcome variable in both 1998 and 1999.
These variables were: best description by student of status when starting the course;
employment status before the course; reason for doing the course; employment status during
the course; and qualifications received from the course (see Table 2). Consequently, the
findings of this investigation indicate that students who are still enrolled at
secondary schools or who begin the course within 12 months of leaving secondary
school, students who are employed before starting the course, students who provide
a vocational reason for doing the course, students who are employed during the
course and graduates who received higher qualifications from the course are likely to
be employed after graduation.

The differences between the 1998 and 1999 TAFE graduates were in Aboriginality,
Disability, Country of birth, Location and Study before the course. For the 1998 TAFE
graduates, RACE showed a trivial indirect effect on the outcome variable, but
showed a marginal direct effect for the 1999 graduates. Disability showed a direct and
indirect effect for the 1998 graduates, however its contribution was reduced to a
direct effect for the 1999 set. Country of birth showed both direct and indirect effects
and was considered a factor for the 1998 TAFE graduate data set, however its
contribution was reduced to an indirect effect for the 1999 data set. In addition,
LOCATION showed an indirect effect in the 1998 data set, but did not show any
effect for the 1999 TAFE graduates. Furthermore, Study six months before starting the
course showed a trivial indirect effect in the 1999 graduates data set, but did not show
any effect for the 1998 graduates.

Conclusions and recommendations

The results of the path analyses for the two different data sets (1998 and 1999 TAFE
graduates) have revealed that students who begin the course while still enrolled at
secondary school or within 12 months after leaving school, students who are
employed before starting the course, graduates who provide vocational reasons for
doing the course, students who are employed during the course and graduates who
received higher qualifications from the course are likely to be employed after they
graduate from TAFE.

Employment status before and during the training is a strong factor influencing
employment status. While the weakest effect for both groups is qualification from the
course, the higher qualification is better for employment. The qualifications received
from TAFE produce the best employment results when supported by work
experience during and/ or before training. Further study is necessary to identify the
factors that influence employment status of TAFE graduates over time. In addition,
further work is required to study these processes by the investigation of subgroups
undertaking specific courses, to examine whether similar processes are operating in
similar ways for these different subgroups.
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From research to reality: an international perspective
(international panel)

David Atchoarena
International Institute for Educational Planning/UNESCO, Paris

Preliminary remarks

This paper will be focused on developing countries and limited to policy issues (as
opposed to learning and teaching issues).

TVET seem to re-emerge as one of the hot topics in the policy debate on educational
development. This increasing attention being paid to TVET was clearly expressed
two years ago at the UNESCO International Congress that took place in Seoul. This
focus is also clear when looking at the policy agenda of countries like Australia or at
recent policy documents issued by OECD and the European Union.

To a large extent, this renewed interest for TVET is motivated by the necessity to
address new economic challenges. In this context, three factors are playing a key
role:

¢ Increasing recognition of the role of knowledge in economic development (in
particular in relation to the new growth theories);

o The context of globalisation, and the need to maintain, through skill
development, international competitiveness;

e The deep transformation of labour markets associated with globalisation,
including casualisation of work and a continuing expansion of the informal
economy in many developing countries.

In this overall framework, TVET policies in developing countries are confronted
with:
o The post-Dakar agenda (World Forum on Education for All, 2000) and the
renewed priority for basic education (including secondary education);
e Poor conditions of TVET systems:
e neglect

® expansion
" poor performance (in terms of efficiency, effectiveness, relevance).

The TVET reform agenda and the contribution of research
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In this context, what are the key issues in TVET reform and what has been the

contribution of research to the policy process? Depending on specific national
contexts, the reform agenda could be defined around three broad directions:

* Redefining TVET around broader competencies;

» The need to expand/delay TVET provision at the post-compulsory level;

* The need to conceive school-based education and training as the first step of
lifelong learning.

Research is very much dependent on funding; therefore, TVET research on
developing countries is closely associated with the international research agenda.

It is worth recalling that in the 90s, TVET in developing countries did not attract
much interest ('lost decade for TVET’). Two main reasons explain this phenomenon:

1. At the national level, following the 1990 Jomtien Conference on Education for
All, the priority for basic education was often interpreted as a priority for
primary education;

2. At the international level, the 1991 World Bank policy paper on TVET focused
primarily on private sector provision through:

¢ private providers (the ultimate goal being the establishment of a
market for training);
e work-based training.

As a result, TVET attracted little attention and less resources.

For developing countries, recent changes in the policy agenda can be related to three
main challenges:

o Economic challenge: meeting the needs of globalisation and preventing
marginalisation (particularly for sub-Saharan Africa);

Educational challenge: countries need to accommodate the expansion of primary
education that took place in the 90s, which means increasing the capacity but also
the diversity of education and training pathways;

e Political challenge: rising youth unemployment and the need to provide responses
to the growing number of out-of-school, out-of-work youth to maintain social

cohesion.

Consequently, developing countries have put increasing pressure on the
international community to support TVET. In this context, without being exhaustive,
the emerging policy and research agenda includes three key areas:

¢ The transition from school to work, including the need to make TVET institutions

more responsive to the needs of the labour market. This concern motivates the
global interest for apprenticeship schemes and work experience programmes.
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* Reforming the institutional framework to finance and govern TVET - a key
principle being partnership with industry. The establishment of National
Training Boards and of National Training Funds represents an important trend in
this effort.

» Promoting competency-based training and establishing national qualification
frameworks is also a significant trend in an increasing number of developing

countries in Africa, Asia and Latin America.

In the light of such developments, a number of issues require additional
investigations.

The penetration of market-oriented paradigms in education shaped the reform
process along similar lines:

« Shifting the policy focus from inputs to outputs (through new financing and
certification mechanisms);

 Involving social partners, primarily employers, in the governance of the TVET
systems;

e Granting more autonomy to TVET institutions;

» Promoting private providers and company-based training.

Research can be seen in two directions:

e Assessing the results of on-going policies, in particular with regard to:

o National Training Funds - are they efficient? Do they lead to a
decrease of the cost of training? Are they effective? Are the new
financing mechanisms sustainable?

o Competency-based training - these reforms raise a number of
implementation issues. What does it take to implement a competency-
based system? How much does it cost? Similarly, not much is known
on its impact on:

* the quality of training
* the responsiveness/relevance of training
* the promotion of lifelong learning.
e Documenting new developments or relatively neglected issues such as:
o therise of private provision:
* profile of private providers

efficiency, effectiveness of private training
e role of the state, comparative analysis of regulatory tools.
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 Training provision for disadvantaged groups; access to Iearning opportunities
remain unequally available. How do we ensure that the large number of primary
and secondary school leavers access skills? What is the role of NGOs? What
links should be established between training policy and poverty reduction
frameworks?

Translating research into action

Putting TVET into action faces a number of obstacles:
» Lack of research capacities in developing countries
» Research is linked to donor agencies (who finance it)

o advantage: impact on policy directions
o limits: lack of autonomy (choice of the topics to be searched is often
dictated by outsiders).

Two directions need to be further pursued to strengthen the links between research
and policy, namely: ’

* Training: TVET planners, managers, policy-makers; training closely related to
the policy cycle (formulation, implementation, evaluation); ‘just in time’
training.

* Dissemination and access to research results. In this respect, the newly-
established agreement between NCVER and UNESCO to make the NCVER
database available to an international audience, through a UNESCO website,
will constitute a very useful step towards increasing the access to TVET
research findings.
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Are TAFE organisations learning organisations? Do they
‘walk the talk’?

Les Comley, Leoni Arandez, Sue Holden and Ewa Kuriata

Victoria University

The Centre for Curriculum Innovation and Development is located within
the Technical and Further Education (TAFE) Division of Victoria
University. It is involved in the development of Training Packages,
learning resources and professional development for TAFE staff both
internally and externally. As an outcome of its local and national
activities, the Centre has identified the need and observed some
movement towards change within the TAFE workforce and institutes.

TAFE institutes and teachers are key components of the strategy to grow
individuals, organisations, communities and states into learning sites
embodying the principles of lifelong learning. However, there is a
perception that these institutes and their staff are experiencing self-doubt
and confusion about their role in the evolving learning environment. This
paper seeks to position TAFE institutes on the basis of responses from
TAFE staff within six such organisations with regard to their own
development as learning organisations.

Introduction

As a ‘cradle to grave’ process, Lifelong Learning empowers individuals
to acquire and confidently apply, all the knowledge, values, skills and
understanding that they require throughout their lifetime.

In a similar way, Lifelong Learning can assist communities to build civic
participation, caring citizenship and economic resilience, while for
organisations Lifelong Learning can foster greater innovation,
competitiveness and productivity.

“Lifelong Learning for all” is also required by the Government as a key
strategy for ensuring the State’s successful participation in the global
knowledge economy.

... to create a cohesive, dynamic and inclusive ‘State of Learning’ [or the
learning state]. (Ralph 2000)

Global competition and technology have dramatically changed the workplace. In an
effort to create and sustain competitive advantage it is imperative for organisations
to focus on learning as a lifelong challenge. TAFE organisations are constantly being
challenged by the dynamic environment in which they exist and an essential
characteristic required for survival is the capacity to model characteristics of lifelong
learning and learning organisations, which will ultimately underpin the
development of the learning state. TAFE organisation representatives, most notably
the teaching staff, must demonstrate these characteristics.
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This paper adopts the perspective that to create a learning state, various
requirements must be implemented through educational organisations and their
teaching staff. The paper focuses upon one segment of the education industry - TAFE
organisations - and questions whether they are up to the task. Are these
organisations staffed by lifelong learners who participate in organisations that are, or
are becoming, model learning organisations - do they in fact walk the talk?

Literature review

Organisations are undergoing fundamental shifts in the ways they conduct business
(McGill and Slocum 1995). Today’s organisations are knowledge-based. They are
designed to process ideas, experiences and information. In many industries, the
ability to learn and change faster than the competition is the key to survival. The
pace of change will continue to accelerate. The learning organisation is a
revolutionary way to think about strategy, structure and service. To bring about such
a dramatic change in behaviour, every available organisational resource must be
focused upon learning.

A learning organisation has a culture and value set that promotes learning. A learning
culture is one in which there is clear and consistent openness to experience,
encouragement of responsible risk taking in pursuit of continuous improvement and
willingness to acknowledge failures and learn from them. A learning culture is not
captured in a slogan-based mission statement crafted by a consulting firm.

A broad definition of learning facilitates knowledge transfer by encouraging
discussion of the development aspects of every possible kind of experience. 'What
did you learn?’ is a question that encourages sharing, even from failed job
assignments, seminars and customer visits. Casting a wide net as to what is learning
has the further advantage of broadening the issue of who is developed.

In a learning organisation, everyone is involved in learning.

Kirnane (1999) proposed that the challenge for organisations is to ensure that they do
not suffer from too much data and too little knowledge. The barriers of the industrial
era hierarchies need to be replaced by processes that enable systematic knowledge
sharing. Organisations need to evolve into units in which there is a free flow of ideas
and more use is made of their external information sources.

Fisher and White (2000) have defined organisational learning as being:

. a reflective process, played out by members at all levels of the
organisation, that involves the collection of information from both the
external and internal environments. This information is filtered through a
collective sense-making process, which results in shared interpretations
that can be used to instigate actions resulting in enduring changes to the
organisation’s behaviour and theories-in-use.

Organisations are social entities (Fisher and White 2000) in which individuals
interrelate and create a ‘collective consciousness’, and organisational learning is:

. emergent from interpersonal and/or behavioural connections and
modelled in terms of the organisational connections that constitute a
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learning network rather than as information transfer from one individual
to another. (Glynn et al 1994, p 56)

In his 1999 publication, Kearns has argued that VET needs to broaden its scope in
‘response to the anticipated changes of the 21+ century’ (1999, p vii). Lifelong
learning needs to be the ruling paradigm. Such an approach is agreed internationally
with the focus of a knowledge-based society being dependent upon its human
capital, which in other contexts may be referred to as intellectual capital (Ferrier and
Whitingham 2000).

Advocating the application of a broad definition, Kearns (1999) argues that lifelong
learning is an evolving concept, viewed as both an educational and social practice.
The UK Green Paper (1998, in Kearns 1999) argues that:

We have no choice but to prepare for this new age [Lifelong Leaming] in
which the key to success will be the continuous education and
development of the human mind and imagination.

Such an outcome would require society to be characterised by ’... different qualities
from those required in the past industrial and service economies’ (Kearns 1999, p 1).
Such a society would be a ‘developed learning society in which everyone should be
able, motivated, and actively encouraged to learn throughout life’ (Kearns 1999, p 1).
VET is required to develop a humanist approach in which people, particularly its
people, and their individual development, are the key focus for the way ahead.

Kearns (1999, p 8) concludes that VET as a system ... still exhibits signs and
symptoms of a system in transition...” . Moreover:

[T]he orientation of reform has been towards implementing a training
paradigm whose roots, though modified, lie in an industrial society —
while the learning aspects of reform have been relatively neglected (1999,

p 8).

VET can contribute to the development of organisations by becoming a point of
convergence for the ... three pillars of a learning society’ (Kearns 1999, p 14), formal
education and training, the enterprise sector and the community sector. “The more
linkages and connections that can be forged between these sectors, the richer will be
the outcomes for stakeholders’ (Kearns 1999, p 14). To undertake this role, VET needs
to be aware of the role of the workplace in forging and leading change. Furthermore
it is in the workplace that a need for continuous learning, employability,
competitiveness and the enhancement of human capital are most evident. VET needs
to respond by addressing the needs of the workplace, including those of the largest
employer group: small business.

To achieve these goals, however, the workplace needs to encourage, support and
reward learning. An environment supportive of people and teams, a strategic sense
and vision and broad definition of roles foster a learning culture. Kearns (1999)
determines that a learning organisation embodies these features.

So the challenge for Australia, individual communities, their constituent

organisations and individuals laid out by these writers is that no one part can
succeed without demonstrating the characteristics of the next lowest level, similar to
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Maslow’s hierarchy of needs. The ’hierarchy’ referred to here is illustrated by the
following diagram - the Hierarchy of the learning state:

Figure 1: Hierarchy of the learning state

Leamning state

Learning communities

Learning organisations

Lifelong learners

This hierarchy emphasises the notion of interconnectedness, or - as some writers
may describe the relationship - convergence. It assumes that without lifelong
learners, you cannot have a learning organisation. Without learning organisations
you cannot have learning communities which must exist for there to be a learning
state.

The policy impetus of the education industry, which includes TAFE organisations, is
expected to provide the necessary drive to support the evolution of the Learning
Society. ‘The new TAFE is thus constructed as an organisation with norms, values
and modes of conduct that are largely indistinguishable from those of private
organisations’ (Chappell 1999, p 10). Given this requirement and the rationale
underpinning the Hierarchy of the Learning Society, TAFE organisations need to be
learning organisations, and as learning organisations, they need to be predominantly
populated by lifelong learners.

The question this research activity sought to answer is:

Are TAFE organisations learning organisations?

In answering this question, the following hypotheses were developed:
* TAFE staff are lifelong learners
* TAFE organisations are learning organisations

e TAFE divisions of dual sector universities more strongly demonstrate the
characteristics of a learning organisation than do single-sector TAFE institutes

¢ Rural/regional TAFE institutes more strongly demonstrate the characteristics
of a learning organisation than Metropolitan TAFE institutes.

Methodology

The following data collection methods were used to answer the research questions:
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Literature review - As part of our methodology, a literature review was undertaken
aimed at soliciting various views, frameworks and experience in relation to learning
organisations and lifelong learning. From the literature, a theoretical framework was
established around which the questionnaire was developed.

Questionnaire - A questionnaire was the primary data collection tool used to
identify quantitative data and a limited amount of qualitative information from
respondents. The use of ranked evaluative statements and tick-box responses
enabled respondents to complete the questionnaire easily and to ensure a consistent
response format.

The characteristics of a learning organisation and lifelong learners identified by
Kearns (1999) were used as the basis of the questionnaire’s construction. These
characteristics are shown below.

Kearns’ profile (1999, p 29) of the learning organisation includes the:

e provision of learning opportunities for staff

building of a shared vision

e demonstration of openness to change and adaptability
¢ adopting of a systems perspective

o valuing and support of team learning

e commitment to the development of human capital.

Kearns (1999, p 13) profiled the lifelong learner as having:
e an inquiring mind and curiosity
¢ ’helicopter’ vision
» arepertoire of learning skills
e acommitment to personal mastery and ongoing development
¢ interpersonal skills

¢ information literacy.
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Sample

The questionnaires were sent to dual-sector universities (2), metropolitan (2) and
rural/regional (2) TAFE institutes. The participating organisations were:

Dual-sector universities:

e Northern Territory University (Darwin, Northern Territory)
» Swinburne University of Technology (Melbourne, Victoria)

Metropolitan TAFE institutes:

e Central Metropolitan College of TAFE (Perth, Western Australia)
e Kangan Batman Institute of TAFE (Melbourne, Victoria)

Rural/regional TAFE institutes:

e Mt Isa Institute of TAFE (Mt Isa, Queensland)
¢ Sunraysia Institute of TAFE (Mildura, Victoria)

The dual-sector universities provided data from their respective TAFE sectors.
The following sample sought responses from each of the participating organisations:

» the most senior TAFE manager (or another manager from the senior group)*
» five general staff (non-teaching)
e 15 teaching staff (covering a cross section of the organisation’s programs).

*Note: this group was treated as non-teaching as its members rarely deliver
teaching/programs to students

The ratio of teaching to non-teaching staff sought for the sample may not be
representative of the employment patterns within TAFE organisations. For example,
in Victorian TAFE institutes ‘... the general pattern is that most Institutes have
approximately 40% of their EFT workforce as non-teachers and 60% as teachers’
(PETE 2000, p 48). However, a premise of this paper contends that TAFE teachers
will most directly influence students to embrace or ignore the principles of lifelong
learning that underpin the development of learning organisations. Therefore, the
study sought to determine the responses of teaching staff more so than those of non-
teaching staff. The sample sought to receive responses in the ratio of 71% teaching
staff to 29% non-teaching.

Questionnaire response

Seventy-nine responses were received from the six participating organisations. The
occupational category source of these responses is shown in Table 1.
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Table 1: Respondents by occupational category

Respondent group Number Percentage
General staff 19 24.1%
Teacher/ teaching support 52 65.8%
Senior manager 8 10.1%
Total 79 100.0%
Summary of findings

The results to the research questions are shown in Table 2 below.

Table 2: Research question results

Question Result
Are TAFE staff lifelong learners? Yes
Are TAFE organisations learning organisations? Yes
Do TAFE divisions of dual sector universities more strongly demonstrate Yes
the characteristics of a learning organisation than do single sector TAFE
institutes?
Do rural/regional TAFE institutes more strongly demonstrate the Yes
characteristics of a learning organisation than do metropolitan TAFE
institutes?

Results and comments

Are TAFE organisations learning organisations?

Table 3 presents a summary of responses to questions regarding TAFE institutes as learning
organisations.

Table 3: Learning organisation results

Characteristic Total | Dual Regional / | Metropol’
sector rural n

Learning opportunities provided for 91.0% 100.0% 86.7% 90.0%
staff
Shared organisation vision 84.8% 88.9% 87.1% 80.0%
Openness to change 79.2% 88.2% 83.3% 70.0%
Inter-unit cooperation 65.4% 52.9% 83.3% 53.3%
Team learning opportunities 71.5% 76.5% 80.0% 60.0%
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| Development of human capital [ 724% | 61.1% | 80.0% |

71.4% |

Sixty-eight (86.1%) of staff in TAFE organisations believe that their organisations are
learning organisations. Dual-sector universities (94.4%) rank ahead of rural/regional
TAFE institutes (89.2%), that in turn rank ahead of Metropolitan TAFE institutes
(80%) as learning organisations. Of the occupational groups, senior managers (50%)
were the least supportive of the contention that their organisations were not learning
organisations. Conversely, 94.7% of general/administrative staff believed that they
worked for a learning organisation, followed by teachers/teaching support staff, of
which 88.5% believed that their organisations were learning organisations.

Kearns (1999) identified six characteristics (italicised in the discussion below) within
the profile of a learning organisation. The questionnaire results for these
characteristics confirm that TAFE organisations are learning organisations, although
there is some reservation in making this statement.

Ninety-one percent of TAFE organisations provide their staff with learning opportunities.
All respondents in dual-sector universities have the opportunity to participate in
learning activities, 90% of TAFE staff in metropolitan TAFE institutes have a similar
opportunity whilst 86.7% of staff in rural/regional TAFE institutes also have access
to these opportunities.

Building a shared vision proved problematic for all TAFE organisations, but the result
is still particularly high (84.8%). Dual-sector universities again ranked ahead of the
other organisations (88.9%), however rural/regional TAFE institutes (87.1%) ranked
ahead of larger metropolitan TAFE organisations (80%) in this matter.

As issues that impact upon organisational performance are taken into consideration,
TAFE organisations appear to have some difficulty in meeting the criteria supporting
their classification as learning organisations.

Openness to change and adaptability is demonstrated but is clearly questioned by many
staff. 79.2% of the respondents believed that their organisations were open to change
and were adaptable. Again, the dual-sector universities (88.2%) ranked ahead of
rural/ regional TAFE institutes (83.3%). Quite clearly, however, metropolitan TAFE
institutes have some difficulty in demonstrating this characteristic, with only 70% of
respondents classifying their organisations as open to change and adaptable.

Kearns (1999) identified adopting a systems perspective as a characteristic of the
learning organisation. This characteristic caters for interconnectedness, applied
system perspectives, ecological perspectives and the fostering of helicopter vision
among staff. We have interpreted this to mean adopting a whole-of-organisation
approach and asked the question, ‘generally, do units within the organisation operate
cooperatively? Whilst our classification of Kearns (1999) may be challenged, the
response to the question asked is disconcerting. Rural/regional TAFE institutes
(83.3%) are more cooperative between themselves. However only 53.3% of staff in
metropolitan TAFE institutes and 52.9% of TAFE staff in dual-sector universities
believe that their organisations demonstrate inter-unit cooperation. Quite clearly, this
aspect of operational activity (65.4% overall), or lack thereof, in TAFE organisations
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challenges the initial hypothesis that TAFE organisations are learning organisations.
It may well be contended that individual units within the overall organisation are
learning organisations, but the organisation when taken as a whole is not!

Similar results and concerns are identified when the value and support of team learning
is considered. Team learning is better encouraged in rural/regional TAFE institutes
(80%), and is evident in dual-sector universities (76.5%). However, an apparent lack
of comparable support for this in metropolitan TAFE institutes (60%) reduces the
overall result to 71.5%.

Finally the commitment to the development of human capital provides for some
interesting results. The overall result for this characteristic was 72.4%. This result is
buoyed by the strong performance of rural/ regional TAFE institutes (80%), who are
perceived as more strongly committed to the development of their staff, ranking well
ahead of metropolitan TAFE institutes (71.4%) and dual-sector universities (61.1%).
When taken with the result of the provision of learning opportunities (characteristic
1), the outcome for the dual-sector universities appears inconsistent. However, the
provision of learning opportunities and a commitment to the development of staff
are two very different things.

Firstly an organisation may provide opportunities for staff to learn, but if those
opportunities are not relevant, or are contrary to the staff's learning needs, then this
may be perceived as a lack of commitment. For example, learning opportunities may
be made available in a range of activities such as application software skills, human
resource management issues and general learning. But this is quite different to issues
pertaining to Training Packages, VET in Schools, workplace delivery and assessment.
Yes, learning is available, but it does not match with staff learning needs - resulting
in a perceived lack of commitment. Certainly such a conclusion may be justified
when taken into account with the support of team learning. In this characteristic,
dual-sector universities demonstrate a much weaker result when compared to
rural/regional TAFE institutes. It may well be that in team learning situations, TAFE
staff in dual sector universities are provided with exposure to the types of learning
they need - and the provision of learning in a team or unit context is not aligned to
the organisation demonstrating a commitment to the development of its staff.

When compared to single-sector TAFE institutes, dual-sector universities are rated
higher by their TAFE staff as being leammg organisations (94.4%) than single sector
TAFE institutes (80.4%).

The ranking of dual-sector universities as learning organisations (Q. 8) ahead of
single-sector TAFE institutes per se is challenged when an analysis is undertaken
between the three organisational categories used in this paper. An analysis by
demonstrated characteristic produces an interesting outcome. By averaging the
ranking of each type of organisation, rural/ regional TAFE institutes (1.67) rank
ahead of dual-sector universities (1.83), whereas metropolitan TAFE institutes (2.5)
are least able to demonstrate the characteristics of a learning organisation.

Rural/ regional TAFE institutes have staff who believe that their organisations
strongly demonstrate a degree of unity (cooperation), team learning and a
commitment to the development of their people. In addition, they ranked slightly
behind dual sector universities in the sharing of the organisation’s vision (87.1% as
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against 88.9%). However, a larger sample is required to provide a definitive result for
these two types of organisations.

On the other hand, despite the small sample, metropolitan TAFE institutes were
quite clearly less able to demonstrate their capacity as learning organisations,
achieving a rate of 80% or less for all but one (learning opportunities) of the
characteristics.

Are TAFE staff lifelong learners?

All teaching/ teaching support staff believed that they were lifelong learners, a
particularly positive result given the changing nature of their work and identity as
identified by Chappell (1999), and their role in teaching others to become lifelong
learners. Surprisingly, one (12.5%) senior manager did not classify him/herself as a
lifelong learner, with three (16.7%) general/administrative staff giving the same
response. Of the 74 lifelong learners, ten (13.5%) did not believe that their
organisations were learning organisations.

The characteristics of a lifelong learner as identified by Kearns (1999) were used as
the basis for determining the status of the outcome. (Note: there was an additional
inquiry to determine personal capacity to change, and interpersonal effectiveness
was modified to learning from others and sharing of personal knowledge). The
percentage of respondents who agreed that they demonstrated each characteristic is
shown in Table 4.

Table 4: Lifelong learner results

Characteristic - Total Dual | Regional/| Metropol’
sector rural n

Inquiring mind 97.4% 94.1% 96.8% 100.0%
Concept of the big picture 96.1% 94.4% 100.0% 96.6%
Commitment to personal development 98.7% 100.0% 100.0% 96.7%
Capacity to change 100% 100.0% 100.0% 100.0%
Learning from other team members 97.5% 88.9% 100.0% 100.0%
Sharing your knowledge with other 94.9% 88.9% 100.0% 93.3%
team members
Ability to use modern information 94.9% 88.9% 96.7% 96.7%
technologies
Awareness of different types of 97.5% { 100.0% 96.8% 96.7%
learning

Quite clearly all respondents believed that they demonstrated the characteristics of a
lifelong learner. Of interest is the apparent lack of knowledge sharing that takes
place within dual-sector universities (88.9%) and metropolitan TAFE institutes
(93.3%), however there is little causal information that can expand upon this
divergence between the organisational types at this stage of our analysis.
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Concerns arise when one lifelong learning characteristic ('knowledge sharing’) is
linked to the learning organisation characteristic ‘inter-unit cooperation’. Of the 74
who believed that they shared their knowledge with others within their team, 23
(31.1%) did not believe the organisation demonstrated the characteristic of inter-unit
cooperation. Given that these people are prepared to share their knowledge with
others, albeit within their team, it is most likely that they would also be prepared to
share their knowledge with others from within the same organisation. This result
may indicate that there are other variables that interfere with TAFE organisations’
capacities to cooperate internally and effectively share knowledge.

Conclusion

Final conclusions regarding TAFE institutes as learning organisations and TAFE staff
as lifelong learners are not appropriate at this stage. Evaluative statements
supporting the closed questions within the questionnaire are still being analysed.
There are quite clearly some inconsistencies in the results and a broader study of
TAFE institutes as learning organisations - and their staff as lifelong learners - is
clearly needed.

TAFE staff have indicated that they believe their organisations are learning
organisations and that they themselves are lifelong learners. Yet there is evidence to
suggest that TAFE staff are not risk takers, and their reluctance is related to a fear of
criticism from management. Additional evidence is required to definitively support
this statement. However, were it to be true, then the assertion that TAFE institutes
are learning organisations and TAFE staff are lifelong learners is certainly open to
broader debate.

Future research

The results from this research have generated more questions than they may have
answered. The following is a range of issues that have been identified within this
survey as requiring further research.

1. Why don’t all TAFE senior managers classify their organisations as learning
organisations? Whilst it can be inferred that the notion of the learning
organisation is part of an evolving culture, and as such it may be accepted
that not all organisations have evolved to the same degree, this question
needs to be asked. Seven (87.5%) of TAFE senior managers believed that their
organisation was a learning organisation. One senior manager believed that
his/ her organisation was not. Is the degree of evolution the only explanation,
or are there other factors that these respondents have identified and their
peers have chosen to ignore?

2. Is organisation size a factor in creating a learning organisation? Do smaller
organisations and those with fewer campuses create a greater sense of unity
and ‘community’? The rural/ regional TAFE organisations are much smaller
than dual sector universities and metropolitan TAFE institutes that
participated in this survey. However, these smaller organisations certainly
performed much better than their metropolitan TAFE counterparts and, it
may be argued, at least as well as the dual-sector universities.
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10.

11.

In larger organisations, does the unit or team within the structure develop its
own character to overcome the difficulties (Lei et al 1999) presented by a
‘whole of organisation’ approach?

Alternatively, is the prevailing organisation culture a factor that encourages
or discourages the ‘evolution’ of learning organisations? Dual-sector
universities are historically perceived as more open and rigorous in their
discussion of management and “academic’ issues. Consequently, their culture
encapsulates many of the characteristics pertaining to the learning
organisation.

Why do regional/ rural TAFE institutes demonstrate characteristics that
support cooperative behaviour? Again, is size a factor in determining this
matter? As an organisation grows in size, a bureaucracy forms and internal
politics and alliances create divisions and in some cases a sense of ownership
of the intellectual capital, thereby reducing the knowledge sharing capability
of the organisation (Lei et al 1999).

Is there a conflict between the learning needs of TAFE staff in dual-sector
universities and the provision of learning opportunities?

Why do dual-sector universities perform better as learning organisations
when compared to metropolitan TAFE institutes? Is it a question of TAFE
staff in dual-sector universities having access to a broader range of resources
(ie universities offering many services to their TAFE staff at a lower cost or no
cost while single-sector TAFE institutes buy these services in or pay for
them)? Does access to a shared and/or larger infrastructure provide TAFE
staff in dual-sector universities with better access to some of the tools of the
learning organisation (eg libraries, computer facilities) than are available to
staff in single-sector TAFE institutes?

Is personal self-image a contributing factor in creating the lifelong learner? Is
location a factor in creating a stronger self-image? In large cities, do
universities have a higher profile than do TAFE institutes? In rural/regional
environments, are TAFE institutes more valued community members than
metropolitan TAFE institutes?

Is learning in a smaller organisation more visible and does it promote a
culture that supports knowledge sharing?

Is professional development in a metropolitan environment perceived as
individually focused rather than organisation-focused?

What impact does job mobility play in promoting an organisational focus?
Are TAFE staff risk takers? Are mistakes in TAFE considered learning

experiences? Are TAFE staff reluctant to take risks because they are
concerned about personal repercussions?
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A dominant response by higher education institutions to their changing
environment-is the development of online distance education programs.
This paper reports on a program-based initiative that introduced a group
of adult students to masters-level study in a computer-mediated online
environment. Their experience, monitored by means of surveys,
evaluative comments and time tracking charts, is reported on. The results
indicate that a collaborative learning environment was created. Small
group and paired work was important in this development. In addition,
students perceived an increase in their ability to use technology. Results
also indicate students moved towards independence and interdependence
within the course environment.

Many universities are wishing to respond to the changing characteristics of their
students and the increasing access to technology for both faculty and students.
University administrators and planners often see new technologies as opening up
new markets of students who traditionally might not have had access to
undergraduate and graduate education. Between 1995 and 1998 the number of
courses offered at a distance doubled and the percentage of higher education
institutions offering distance education courses in the USA increased by one third
(National Center for Educational Statistics 1999).

Distance education “is planned learning that normally occurs in a different place
from teaching’ (Moore and Kearsley 1996, p 2). The National Center for Educational
Statistics (NCES), through its PEQIS (Post Secondary Quick Information System)
surveys, provides a picture of trends in distance education in the USA, using a more
constrained definition - one that focuses on electronic media. NCES defines distance
education as education and training courses delivered to off-campus students via
audio, video or computer technologies. The most recent report notes that several
forces are at work - convergence of communication and computing technologies,
changing demographics of students, and the need to reduce costs. Institutions, it is
suggested, see distance education as attractive as they seek increased enrolments and
decreased costs. Students, the survey says, benefit from increased access for those
constrained by geography, time, job and family responsibilities and finances.
Distance education offerings are increasing. More courses are being offered,
particularly by institutions who already have a distance education tradition.

Several writers and researchers also suggest that computer-mediated communication
(CMC) will enable teachers and institutions to extend educational and
communication opportunities (eg Dede 1996; Spencer 1998). Hiltz (1994) and Kaye
(1989) claim that CMC is able to support teaching and learning for distance and
dispersed learners and build the type of community that strongly supports learning.
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A new educational paradigm that is time independent, place independent and
supports many-to-many interactions is heralded by some writers (Beller 1998;
Harasim 1989; Kaye 1989; Turoff 1997). For faculties using these technologies for the
first time, there are new issues related to teaching, learning, and learner
characteristics to be considered as they come to meet the personal challenges of
teaching in a new way. Windschitl (1998) has urged university researchers to become
involved in researching instruction using the internet to explore emerging
possibilities for improved instruction at all levels.

Research background

Two broad questions formed the foundation for a review of theory and research:
What are the characteristics of adult learners that should be developed, encouraged,
and taken advantage of in instruction offered through distance education? What are
the elements of an effective online learning environment? These two questions were
set within the context of a course on research methods that focused on developing an
online learning community for graduate students enrolled in a web-based Masters
degree program in Adult Education.

Graduate students as adult learners

In writing about part-time graduate school study, Pitman (1997, p 72) comments
about adult students:

Adult students generally want to be treated as adults, a preference that
grows stronger over time. Adults tend to be more goal oriented than
younger students, and they look for immediate opportunities to apply
course content. Also, they bring valuable experience to the classroom;
professors and other students leam from them. All of this is grossly
oversimplified, of course, but it is generally helpful in designing
educational programs for adults.

Other broadly useful design parameters as characteristics of adult learners are the
notions of self-direction and a wish to be active participants in their learning.
Brookfield (1986) and Knowles (1980) both support the ideas that adults wish to
participate in their own learning and assume some responsibility for it. Ina
graduate-level course there can be some tension between the formal framework of a
course and these characteristics. In addition, the course instructor has to recognise
the points at which support or guidance is needed and provide it in a manner that
does not undermine the learner.

Group work and collaboration have been widely used as a means of sharing
experience, exploring ideas and building new learning (Tennant 1991). Activities in
small groups and with learning partners can develop a sense of community that
supports learning (Cook 1995). The development of self-direction and collaboration
in distance education needs support and guidance, and providing this becomes an
important role for the instructor (Eastmond 1997).

Distance study at a graduate level has strong links to adult learning, It is increasingly

through distance education that an adult returns to school. The need for an advanced
degree to further work aspirations or a return to study as a preparation for a re-
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focused stage of life often lead adult students to graduate school (Pitman 1997). In a
survey of graduate students, Hammon and Albiston (1998) found study is usually
undertaken on a part-time basis. Family and work constraints were factors
considered in the decision to return to study. The challenge is for higher education to
adapt objectives, content and presentation to support learning for this group.
Graduate-level study calls for attributes of independence and focused effort.
Dialogue and debate are expected (Swenson 1995).

Learning environments

Traditionally most learners have assembled together in classrooms of some type. In
these settings, professors aim to guide the learning activities that help students
construct knowledge. Typically this guiding process involves three key steps:

¢ Understanding and knowing the prior knowledge of the students so links can
be made between old learning and new; '

¢ Responding to the students to promote feedback and gathering the responses
to use in the construction of new or refined knowledge;

* Helping the students see how activities and ideas presented build or combine
to increase understanding and knowledge. (Slavin 1997)

Such a constructivist approach emphasises the active role learners take in knowledge
construction. Learning thus defined has strong social aspects, and interactions
between learners and instructor, and learners and learners, are important. This type
of learning environment has been valued in the adult education program that is the
context for the research reported here. Maintaining such an approach in a distance
education environment was considered important.

Online groups/learning communities

The social dimension of learning and social interactions can have a significant impact
on learning outcomes (Burge 1994; Jonasson et al 1995). Learners need the chance to
interact, discuss, refine and reflect. Collaboration allows them to do this. Computer-
based collaboration adds flexibility with its any time, any place capability (Harasim
et al 1995). It also makes collaborative discussions, peer activities and small group
work possible. These activities encourage independence and self-direction and
demonstrate the interactivity that is the major advantage of computer conferencing
(Eastmond 1998; Mason 1994; Schrum 1998). A key role for the instructor is to act as a
facilitator and to carefully monitor and support the interactions (Burge 1994; Wegerif
1998). A skilled instructor (or facilitator) seems to be required to ensure that groups
work well together (Gunawardena and Zittle 1997; Wegerif 1998).

Study context

This study is based on the results of four surveys, time tracking charts and
evaluations used to gain students’ responses to the online teaching and learning
environment that was developed for them. The theoretical perspective reflects the
importance of developing an online learning community for graduate students,
emphasising collaboration and self-direction in learning.
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The graduate students in this study were a ‘typical’ adult group. Many were
returning to study, most were women, and all had other responsibilities. Twenty-six
students logged on at the beginning of the course. After the first week, when two
students withdrew, the group settled to 24 students. Later in the course, two students
decided to defer completion of the course due to family responsibilities. The students
were advised in advance that they should allow 12 hours per week for their
coursework and have access to the computer equipment required for the distance
education course that had no face-to-face component.

The online Masters degree program is offered from a land grant university in the
USA (Penn State) that has a history of outreach and distance education. Recently, in
response to the changes in student demographics and needs, the university has
developed a virtual campus (known as the World Campus) that is designed to
continue the outreach mission and extend that commitment to distance students.
Central to the virtual campus development has been a focus on using new
technologies to provide an interactive environment for students.

Although the course was an existing one that had been previously taught by the
researcher, careful planning and preparation occurred before it was placed online. A
team'approach was employed as for all courses on the World Campus, involving an
instructional designer, programmers, program manager, marketing and research
specialists. (Faculty members are released from one course for the two semesters
prior to instruction for course development. Whenever they teach for the World
Campus, they are also released from teaching a course on campus. Thus, all
instruction through the World Campus is part of a faculty member’s load.) An
additional instructor was added to assist with grading some assignments as a way to
prepare him for teaching upcoming courses through the World Campus.

The online version of the course was developed using WebCT to create a password-
protected web site whose major features were multiple bulletin boards, an email
system, automatic record-keeping available to faculty and individual students at any
time, online text and images, and links to other web sites. Students were provided
with a weekly schedule for course task completion. Assignments included an
approximately even balance of those to be completed individually (and submitted to
the instructor by email or done as a self-check) and those that required small group
work that was posted to the appropriate bulletin board.

Methods

Data were gathered before, during and at the end of the course. There were four
major survey points. A pre-course survey was administered online at the beginning
of the course. The questions focused on technology use, the learning process, the
course structure and content. The post-course survey repeated the same questions
and also included two questions related to the time tracking exercise. A mid-course
survey (referred to as ‘mid- survey’) focused on the course objectives, feedback,
assignments, support material and faculty/student interactions. Students were:
given the opportunity to add further comments; asked to indicate their willingness to
take another course designed in a similar way; and asked whether they would
recommend the course to others. The reflection survey (referred to as ‘reflect survey’)
asked students how well they felt they had met course objectives. It also asked for
comments about teamwork and the development of an online community. In
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addition to the surveys, the students were asked to keep a weekly Time Tracking
Chart and to post evaluative comments on group work to a discussion forum. A
Suggestion Box was available throughout the course for student input and feedback.

The surveys used a Semantic Differential approach that asked for students to react
on a seven-point scale to polar opposite adjectives about specific content (Osgood et
al 1967). The pre and post surveys were used to determine changes in student
response over the duration of the course. The two remaining surveys and the Time
Tracking Chart provided additional data relevant to the pre-post survey themes. The
evaluative comments were used to gain an overall understanding of the students’
experiences. The qualitative data were then analysed to identify themes in the
comments that develop a richer picture of the student experiences. According to
Windschit] (1998), using mixed methods, as in this study, is superior in identifying
and describing the impact of the internet on instruction.

From the pre and post survey, sixteen paired responses were analysed using the
Wilcoxon matched-pairs signed ranks test to determine if there was a statistically
significant change in responses to the pre and post items. For all items in the
technology use theme, a directional change was hypothesised. It was considered that
students would report: moving toward expertise in computer use (Q2); less
apprehension about internet use for the course (Q6); and to increasingly like using
the computer (Q14). One tail tests were used for these items, and also for two items
in the course and content theme. It was hypothesised that students would report
increasing expertise in their knowledge of adult education (Q4) and research (Q5).
Tests for all other items were two tail tests, since no hypothesis for direction of
change was made. All tests used a significance level of .05. Zero differences were not
included in the analysis. Coding for Questions 3, 4 and 7 (negative items) was
reversed before analysis.

Results

The pre- and post-semantic differential surveys provide information about changes
in the students’ perceptions of various aspects of the delivery and the course. The
other surveys (mid - completed by 80% of the students; reflect - completed by 67%)
and student evaluations provided comments and further responses that enriched the
picture. This section reports the results of the pre and post surveys and includes
supplementary information from the other surveys where relevant. Tables 1, 2 and 3
give z-scores arising from use of the Wilcoxon Signed Ranks test with the pre and
post surveys.

Table 1: z-scores for technology use (pre- and post-survey items)

Q2 Q6 Q14

z-score -1.84* -2.59* -0.31
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Table 2: z-scores for course and content (pre- and post-survey items)

Q3 Q4 Q5 Q17 Q18
z-score -2.19* -1.82* -2.59* -0.34 -1.15
Table 3: z-scores for learning process (pre- and post-survey items)
Q1 Q7 Q8 Q9 Q10 Q11 | Q12 Q13 | Q15 | Q16
z-score | -1.18 | -2.66* |-1.07 |-0.05 |-1.01 {-1.78 | 0 -1.29 |0 -2.25*

For all tables * = p< .05.

In the section that follows, items identified as showing significant change are
presented in graphic form to indicate the direction of the change. Relevant
information from other data sources is included. In all cases, four (4) is a neutral
response.

Technology use

Some questions related to the use of technology are presented below:

Q2: A range from a computer novice (1) to computer expert (7).

Figure 1: Pre/post pairs Q2

percentage

Q6: A range from apprehensive about internet use for the class (1) to confident about
internet use for the class (7).

Figure 2: Pre/post pairs Q6




percentage

response

Course and content

Related to internet use was a question that asked about exploring resources found on
the web. Students in this course need to develop skills in locating and using
resources for research purposes as well as foundational research skills. These are
skills that they will use later in their program as they write their Masters papers.

05: A range from research novice (1) to research expert (7).

Figure 3: Pre/post pairs Q5

4 |mPre
o Post

percentage

Q1 in the reflect survey asked: How well do you feel you met the following course
objective: “Through this course, you will critically analyse research studies published
in adult education journals for factors such as assumptions, biases, and contributions
to the knowledge base and practice’. All students (100%) indicated they had either
mostly or completely mastered the objective.

Qb5 in the reflect survey asked: How well do you feel you met the following course
objective: ‘Through this course, you will gain a foundation for your course in Adult
Education and for writing your Masters paper in ADTED 588, which you will take
toward the end of your degree program’. Ninety-four (94%) indicated they had
mostly or completely mastered the objective.

The other responses (Q 2, 3 and 4) from the reflection survey, which focused on
course content mastery, indicate that most students rated their mastery of course
objectives very highly.

The mid survey provided some course- and content-related perspectives. At that
point in the course, 80% of students were finding the course objectives easy to
understand; 85% said the assignments and activities were clearly explained; and 95%
said the assignments provided practice of the lesson objectives. The performance
expectations and effort required were seen by 75% to be clear and feedback was
timely (80%) and detailed (70%).
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The learning process

The learning process, as already indicated, was a key consideration in the planning,
delivery and teaching of this course. Two of the pre- and post-survey responses
related to this concept.

Q7: A range from prefer to be a self-directed learner (1) to prefer direction (7).

Figure 4: Pre/post pairs Q7

=]
=]
83838

percentage

123456867
response

Q16: A range from dislike being helped in class by others (1) to like to be helped in
class by others (7).

Figure 5: Pre/post pairs Q16

percentage

In support of this finding, Q17 of the mid survey showed that 80% of the students
interacted with other students between four and five times a week. Also from the
mid survey, students indicated that they ‘almost always or better’ applied concepts
in actual or simulated situations; felt ‘very often or always’ active participants in the
teaching and learning process (90% of respondents); and ‘very often or always’ felt
encouraged to challenge the instructor’s and other students’ ideas (75% of
respondents). Most (60%) also felt they interacted with the instructor ‘very often or
always’.

Data about time spent working on coursework and about working with others were
gathered through the Time Tracking Chart and Q 18 in the mid-survey. At the mid-
point of the course, 55% of the students indicated they spent 11-15 hours on the
course and 20% indicated more than 15 hours. The Time Tracking Charts, when
analysed at the end of the course, showed an average of 6.91 hours online and 6.26
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hours offline per week over the whole course. The instructors also spent a total of
approximately 12 hours per week on the course (both on and offline).

There were two final questions in the mid survey. When asked if they would be
willing to take another course that was designed in a similar manner, 100% of the
students responded positively. When also asked if they would recommend another
student to take a course designed in a similar manner, 95% indicated they would.

The students were given the opportunity to comment on various aspects of the
course, such as group work, strengths and weaknesses, teamwork and the online
community. Comments from these evaluations illustrate some of the discussion
points that follow.

Discussion

This section comments briefly, in turn, on each of the three areas that formed the
basis of the pre and post surveys. In particular, however, it draws on students’
comments about one aspect of the learning environment - working in groups.

Technology use

In two of the items related to this theme, significant change can be seen. As might be
expected in a course that requires considerable interaction via computer, students
reported more expertise in computer use and less apprehension about the use of the
internet for the class.

Course and content

The responses to Q5 (pre/ post survey) about research novice/research expert show
that while most wouldn’t call themselves experts, they did become more confident.
The learning objective related to using research studies (Q1 reflect survey) and the
one related to using their research skills (Q5 reflect survey) showed very high levels
(100% and 94% respectively) of confidence appropriate to their level of study.

The greatest strength of the course for the students was the instructors and the
guidance and support provided. Interaction was the second greatest strength.

Strengths: Flexibility of timing, well thought out and planned, ease in use
once you get started, availability of support, positive support from
instructors, printed material and course is user friendly, nori-intimidating
(most of the time). (Comment from student 24).

The learning process

The results showed that the learning environment created made good matches to the
learning principles that had guided the delivery design. Computer conferencing can
allow the interactive and collaborative aspects of learning to flourish. As has been
indicated, many student comments pointed to the importance of the instructor in the
learning process.

Strengths: positive support from instructors. (Comment from student 8).
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Of the eleven items that contributed to the learning process theme, two were found
to be significant. First though, note the change reported in the previous course and
content section that students grew to feel more capable of using the internet to search
for and find information useful in the course. While this item also reflects the
confidence in technology use noted already, it must reflect more than that. Students
reporting a shift to expertise must also be weighing their ability to make judgments
about the nature of the material useful in their particular learning environment. This
increasing expertise is matched by a significant shift in feelings towards self direction
in learning (Q7). These changes point to the increasing independence of students.
This conclusion is supported by the results of Q16 that students grew to dislike being
helped. These points do not, however, indicate that students did not enjoy or
appreciate working together. '

The evaluative comments gathered about group work enriched the picture of student
interaction and support that emerged. These supported the literature findings
suggesting that, for distance students, the learning process can be enriched through
small group work. Group work was important for the students and a valuable aspect
of the course. Ninety-three percent (93%) of the students who responded mentioned
that they had found the group work valuable. Those who elaborated on this
mentioned the sense of community or classroom that was built and the value and
support they had found in this. It was also evident that most groups and
partnerships had worked well.

It [the group work] gave me the feeling that I was actually in a classroom
environment. (Comment from student 17.)

I (we) thought the group work was the best part of the class. It really gave
me that much needed human contact and sounding boards. (Comment
from student 23)

I think it [group work] did establish a learning community and for me, it
added some discipline and structure to an assignment. Peer pressure is
useful for procrastinators. (Comment from student 13),

I found that we worked so well together that I would have preferred all
assignments to be done that way. (Comment from student 9).

The students also commented on group size, indicating that a group of six was the
maximum size they would want. They had found the amount and timing of group
work to be about right but experienced some difficulties getting together - even
online.

There was further support for the group work and the development of an online
community in the comments associated with the reflect survey. Over ninety percent
of the students indicated they felt part of an online community. Most also
commented on the value of shared contributions that had helped them develop the
course concepts. It had been, they indicated, a valuable and enjoyable experience.
Clearly, the students grew to increasingly value independence and interdependence,
but not dependence.
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1 really felt like part of a class with this experience. With the exception of
knowing what people looked like 1 feel I got to know personalities,
interests and levels of experience in Adult Education. We interacted a lot
which 1 found an interesting experience. I enjoyed the web pages that we
had to do during that first week. Great idea. 1 really feel like part of a
community. (Comment from student 6).

Conclusion

While the study demonstrated that an appropriate online learning environment
could be developed for distance adult students, we should not consider that the
move from traditional class teaching to online is without questions and mysteries of
its own. There are areas to research that would further develop our understanding of
online teaching and learning and benefit the new and returning students who are
moving into higher education. We need to know more about how students interact
with the material, how groups work to support learning, and the role the instructor
plays in facilitating and developing learning in a collaborative distance environment.
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Young people in transition: factors influencing the
educational-vocational pathways of Australian school-
leavers

James Athanasou

University of Technology, Sydney

The educational achievements of a representative national sample of
Australian school leavers were examined after leaving school. The study
was part of the longitudinal Youth in Transition study - a national
probability sample of Australian youth. There was sufficient evidence to
argue that the educational and occupational achievements were related to
gender, socioeconomic status, ethnicity, geographical location (rurality),
completion of the highest level of secondary schooling, vocational
interests in high school and even levels of literacy and numeracy in
primary school. Vocational educational achievement was linked to gender
(male), non-completion of year 12, and lower socioeconomic status. A
tentative model of educational-vocational achievement is outlined.

People vary greatly in their educational and vocational achievements throughout the
lifespan and this is a familiar phenomenon to both laypersons as well as researchers.
The broad pattern of educational achievement in Australia is also changing over time
and some aspects of this are indicated in Table 1. There is a major increase in the
proportion of persons with degrees over the period 1991-2000 and a reduction in
those who have only some primary or secondary schooling. Nevertheless, it is clear
that for half the workforce, educational-vocational attainment is still directed
towards no formal qualifications.

"Table 1: Educational attainments of the workforce

Educational achievement Persons % Persons %
1991 2000

Degree (higher degree, graduate diploma, 1,027,100 10% 1,984,500 18%

bachelor degree)

Diploma (undergraduate, associate 3,635,300 36% 1,040,800 = 9%

diploma)

Certificate (skilled vocational, basic (included 2,513,900 23%

vocational) above)

Other (highest level of schooling, did not 5,348,000 53% 5,500,800 50%

complete school)

Total 10,010,400 11,040,000

Note: Excludes 683,700 persons aged 15-64 years still at school, 918,200 attending tertiary
education in 2000, 662,500 still at schoo! and 728,900 attending tertiary in 1991. All
percentages are rounded. 1991 and 2000 figures are not comparable for diploma and
certificate levels in 1991 and 2000.

Source: Australian Bureau of Statistics, Transition from Education to Work, Cat No. 6227.0,
Table 9 (May 2000, p 16); Table 6 (May 1991, p 9).
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Explanations for differences in achievement vary from individual differences in
ability through to educational influences or distinct social causes. Holland (1997) has
listed many characteristics of the person and the environment that influence
vocational development and included: age, gender, ethnicity, geography, social class,
physical assets or liabilities, educational level attained, intelligence and influence
(1997, p 13).

Using a broad sociological framework, Gottfredson (1981) pointed out that public
factors such as gender and prestige circumscribed and compromised career choices.
She outlined how many career choices are stereotyped on the basis of masculinity-
femininity or desired social standing and that people often settle for less than
optimal careers. While she focused mainly on the accommodations that we make in
our vocational development and not exclusively on the level of educational
achievement, she has reported that interest types and status can account for
educational attainment and variable income levels (see Gottfredson 1996;
Gottfredson and Brown 1981).

In an Australian context, Long et al (1999) developed a model of influences on
educational participation. They reported that family and personal characteristics
(gender, parental education and occupation, family wealth, father’s country of birth,
residential location) interacted with school experiences and post-school expectations
(school achievement, type of school system, parent and teacher expectations, friends’
plans and self-concept of ability).

The purpose of this study is to explore factors that might contribute to the initial
educational and occupational pathways of Australian schoolleavers. It is a
meaningful topic for investigation because of its significance for the individual, the
ramifications for the community, the implications for policy makers as well as for
professionals in careers guidance, education and human resource development.
While educational achievement has been investigated in schools and tertiary settings,
it is not always the case that the initial educational-vocational achievements of a
school cohort have been followed.

Educational-vocational achievement means the typical educational requirements of
an occupation (eg a degree for an electrical engineer; an associate diploma for an
electronics technician; a certificate for an electrician; and no formal qualification for a
trades assistant). This is a practical index or description of educational achievement
in terms of the eventual occupational outcome. It is recognised, however, that in
many cases some persons might achieve educational and training qualifications but
not use these in their chosen occupations, or be forced to accept jobs with lesser
educational requirements. On the other hand, a smaller proportion of persons might
be able to pursue some less regulated occupations without having completed typical
levels of qualifications.
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Figure 1: A tentative model of links with educational-vocational achievements

Literacy

Numeracy
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Vocational interest

A tentative model for initial educational-vocational attainment was proposed at the
outset (see Figure 1). It is a qualitative model and not a causal or structural equation
model. The empbhasis is on description because many of the factors (eg gender,
ethnicity, socioeconomic status) do not have the additive properties that are essential
for true measurement (see Michell 1999). Finally, it is a model that operates at the
initial stage of one’s career and it is recognised that there are additional factors
(designated as error) that influence career transitions.

Educational-vocational

achievements

The focus is on the general level of occupational attainments (degree, diploma,
certificate, or no formal qualification) in the first stages of one’s career. It is argued
that someone’s level of educational achievement may be linked to (a) a wide range of
public information about the person; (b) scholastic performance in areas of literacy
and numeracy; and (c) vocational interests.

Youth in Transition

This study uses the Youth in Transition data, which is an ongoing study of the
vocational pathways of young Australians (see McKenzie 2000). The survey is made
up of a cohort of young people born in 1970 and forms part of the Longitudinal
Surveys of Australian Youth conducted by the Australian Council for Educational
Research. The objective of the surveys was to indicate the main factors that affect
personal, educational, vocational and social outcomes. A two-stage stratified
probability sample involved a nationwide sample of schools that included
government, independent and Catholic school systems. From each of these, 25 pupils
were randomly selected. Participants were first contacted in schools and further data
were collected by an annual mail survey over a ten-year period. The 1970 cohort is
used in this study and was first assessed in 1980 and then followed up at yearly
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intervals from 1985-1994. Lamb et al (1995, p 27) went so far as to say ‘it represents
one of the most substantial long-term studies of outcomes undertaken in Australia’.
This study used the recently released data from this valuable historical database to
describe key influences on one’s educational achievement.

The study

Participants

The participants in this study comprised pupils (males=1436; female=1273) from the
1970 Youth in Transition cohort, who were first tested as part of the Australian
Studies of School Performance in 1980. When contacted again in 1985, the mean age
of the sample was 15.5 years (SD=0.3). Participants were followed up by mail
annually and this study includes only those who were working full time. The
numbers of participants varied from a minimum of 848 in 1985 to a maximum of
1314 in 1988 (1985 - 848; 1986 - 1086; 1987 - 1143; 1988 - 1314; 1989 - 1227; 1990 - 1132;
1991 - 1258).

Instrument
The following demographic data were obtained by questionnaire:

a) gender;

b) whether or not students completed year 12;

¢) rurality at age 14 (defined in terms of population density in a local
government area and categorised as quartiles, with the lowest quartile being
rural and the highest quartile being urban);

d) socioeconomic status in terms of the occupation of the male parent (rated
from professional to unskilled worker, based on the occupational prestige
scores of the Australian National University scale of Broom et al 1977);

e) ethnicity (defined broadly in terms of father’s country of birth and
categorised as born in Australia, born in another English-speaking country,
and born in a non-English speaking country).

The cohort had completed reading literacy and numeracy tests in their schools at age
10 as part of the Australian Studies in Scholastic Performance (see Bourke et al 1981).
In 1985, participants also completed a brief vocational interest questionnaire (Ainley
et al 1994; Athanasou 2001) that categorised their interests into the six Holland (1997)
career categories (Realistic, Investigative, Artistic, Social, Enterprising and
Conventional). Respondents were classified subsequently in terms of their highest
score on one of the six career interests.

Procedure

A follow-up mail survey was used to obtain the occupation of those who were
working in 1991. The occupational status of the participants was then classified as
requiring a degree, diploma or associate diploma, trade qualification or certificate, or
no formal educational qualification. Cross-tabulations between the four levels of
educational achievement were computed with demographic factors. This was only
undertaken for those persons who were working at the time of the last follow-up
survey in 1991. Analysis of variance was used to determine if there were differences
in the level of literacy and numeracy recorded in 1980, when the cohort was 10 years
old. The differences were tested using a non-parametric Kruskal-Wallis one-way
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analysis of variance on ranks because the tests of the assumptions concerning
skewness and kurtosis were not satisfied.

Findings

Overall findings

In 1991 some 1258 participants responded to the follow-up survey. The educational
achievements of the group were reflected in their occupational status in 1991. Just
over 44% were working in an occupation that did not require a formal educational
qualification (in rounded percentages: degree - 11%; diploma - 19%; certificate/ trade
- 26%; other - 44%). These proportions are consistent with the pattern set out in the
table at the commencement of this paper for persons with a degree, but those with
diploma/ certificate/ trade qualifications are over-represented and persons without
qualification are under-represented (see Table 1).

Specific influences on educational achievement

(a) Literacy and numeracy

There were significant differences between the educational status of the four groups
even in terms of their literacy (chi-square (H) =55.7, df=3, p<0.00001) and numeracy
(chi-square (H) =38.4, df=3, p<0.00001) at age 10. The mean scores on literacy and
numeracy for those with degrees and diplomas were higher than for those with trade
certificates and other qualifications. The other qualifications group was marginally
higher than the trade-certificate group for both literacy and numeracy. The reasons
for this are not clear and the results are illustrated in Figure 2.

Means of numeracy Means of literacy
315 25.007

30.8! 24.384

23.754

numeracy

literacy

4
28.6: 23.134
4

29.00+ r Y T v " 22.‘!.“ T T T T
1 2 3 4 1 2 3 4
ftedleve!91 fiedlevel91

Figure 2: Plots of literacy and numeracy means scores for full-time educational level -
(1=degree; 2=diploma; 3=certificate-trade; 4=other) :

(b) Gender

There were statistically significant differences (chi-square = 40.3, df = 3, p<0.00001) in
the distribution of males (N=574) and females (N=684) across the four educational
groups. The proportion of females working in occupations with a requirement fora
degree was double that of males; there were more females in occupations with
diplomas; less females in occupations requiring trade or certificate qualifications; and
almost equal proportions in other qualifications (see Table 2).
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Table 2: Cross-tabulations of qualifications with demographic factors

Qualific. Male Female Yr Didnot Urban Rural SES SES  English Non-

12 finish 1 6  speaking English

yr12 speaking
Degree 7% 14% 16% 2% 11% 9% 12% 10% 11% 14%
Diploma 15% 2% 20% 17% 19% 16% - 17% 16% 19% 13%
Trade/Cert  33% 21% 19% 37% 24% 28% 23% 35% 28% 26%
Other 46% 43%  45% 45% 47%  46%  48% 40% 2% 48%

All percentages rounded

(c) Completion of year 12

As expected, the completion of the highest level of secondary schooling (N=726) had
a profound impact on achievement of degree and diploma qualifications (chi-square
= 70.8, df = 3, p<0.00001) (see Table 2). The probability of someone who had not
completed the highest level of secondary schooling working in an occupation
requiring a degree was around 2%; and those who had not completed the highest
level of secondary schooling were over-represented in the trade-certificate group
(36.5%).

(d) Geographic location

The extent of rural location (N=239) did not have a statistically significant impact on
the educational level of the occupation attained in 1991 (chi-square = 9.7, df = 9, ns).
Nevertheless, there were less students from rural regions (9.2%) who achieved a
degree compared with urban students (metropolitan 11.3%). On the other hand,
participation in certificate-trade level occupations was higher in the rural regions.
The results from only the rural and urban students are included in Table 1 for ease of
presentation.

(e) Socioeconomic status

Socioeconomic status defined in terms of the father’s occupation was clearly related
to educational-vocational outcomes for degree and diploma levels, with the highest
socioeconomic group having a higher proportion in the degree category than the
lowest group. The results from only the highest and lowest socioeconomic levels are
indicated in Table 2. The pattern of results differed significantly (chi-square = 27.0, df
=15, p<0.05) from that expected by chance, but it was not uniform. For example,
participation in degree-level occupations was highest for the second socioeconomic
group and participation in certificate trade-level occupations was highest for the
lowest socioeconomic group.

(f) Ethnicity
The same mixed pattern of results is evident for ethnicity, with a higher proportion

of students of non-English speaking backgrounds achieving at degree level (14%)
than those who are Australian born and English speaking (11%). Once again, the
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pattern of these results was not consistent across the groups, but it varied
significantly from that expected (chi-square = 21.1, df = 6, p<0.01).
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(g) Vocational interests

The pattern of the relationship between vocational achievement and interests was
complex and reflected the nature of the labour market (chi-square = 58.0, df =15,
p<0.00001). For instance, in line with expectations, the proportion of tradespersons
certificates was highest in the Realistic category, which encompasses the technical,
outdoor, manual and mechanical occupations (see Table 3). Degree qualifications
were highest in the Artistic (ie creative, literary, musical) and Conventional (ie office,
computational, clerical) groups. Diploma-level qualifications were highest in the
Artistic and Social (ie people contact, social service) occupational categories. The
highest level of persons with no qualifications were in the Enterprising (ie business,
entrepreneurial, persuasive) occupations. An anomaly in the relationship between
vocational interests and achievement was found in the Scientific category, which had
few persons in the degree and diploma categories. In part, this may reflect the
limited vocational opportunities in Australia for persons with such interests.

Table 3: Cross-tabulations of qualifications with interest categories

Qualification Realistic  Investigative  Artistic _ Social Enterprising  Conventional

Degree 6% 8% 18% 14% 9% 18%
Diploma 14% 16% 27% 21% 17% 18%
Trade/Cert 36% 34% 14% 22% 17% 26%
Other 44% 44% 41% 42% 57% 39%

Note: All percentages are rounded

Discussion and conclusions

The variation that has been noted in educational-vocational achievements of this
cohort was not random but influenced by three broad groups of factors. The first of
these factors are largely beyond the control of the individual and included: gender,
ethnicity, socioeconomic status and geographical location. The second group of
factors were educational and included early levels of achievement in literacy and
numeracy (as well as later levels of school completion). The final set of factors
included the motivational influences of high school interests in vocational areas. For
example, vocational education (eg apprenticeships, vocational skills) was linked to
gender (male), non-completion of year 12, and a generally lower socioeconomic
status and a generally higher level of Realistic interest.

There was an inevitable interaction between factors that has not been taken into
account by this study. While it would have been tempting to model these influences
through a causal or structural model, this was not considered valid because the
factors involved are largely categorical. They do not represent quantities that can be
measured precisely or in a valid manner. Nevertheless a qualitative framework can
be hypothesised and this is shown in Figure 3.
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Figure 3: Factors influencing educational-vocational achievements

Educational factors
literacy, numeracy,
completion of schooling

\ Structural factors
Ethnicity, gender,
socioeconomic status,
, geographical location

Educational-vocational achievements

Preferences *

interests

This model goes part of the way to accounting for the educational-vocational
achievements of youth in transition, especially in the early stages of their careers. It
indicates that many education and training aspects are circumscribed and
compromised by one’s background. In this way, it supports the contentions of
Gottfredson (1996), Holland (1997) and Long et al (1999) that were described briefly
at the outset. There is potential, however, for individual differences in key areas of
educational achievement to influence career paths and to overcome some
disadvantages. Finally, personal preferences that are expressed as career interests
also exerted a strong directional force on the direction and extent of educational-
vocational achievement.

Another dimension along which these factors might be plotted is that of time. Some
of the factors were really quite distant from the educational-vocational achievement
atage 21 years, whereas others were proximal. These can almost be plotted along a
hypothetical (albeit imperfect) time dimension (see Figure 4) in which their
influences accumulate over time.

Figure 4: A hypothetical time dimension for educational-vocational influences

o —>
Gender Ethnicity SES Region Literacy Interests School Educational-vocational
Numeracy  atage15 completion outcomes

One limitation of this study is that it was not dynamic and did not account for the
national changes over time in educational achievement that reflect the transfer from
school to work situations. For instance, it did not account for the creeping
credentialism or the gradual increase in national educational achievements that was
identified in Table 1. Nor was it helpful in predicting individual achievement, since it
was essentially a description of how one nationally representative cohort developed.
It may be possible to determine a table of probabilities that indicated the chance of
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obtaining a particular level of educational achievement given combinations of
factors, but the potential permutations of factors would be daunting. Furthermore,
the data from this study are only of historical interest and may not be indicative of
the latest influences and trends in educational-vocational achievement. Nevertheless
the data are important as an indicator of past achievements and represent the first
analysis of this nationally representative cohort since the public release of this
information.

On the basis of the information from this study, it appears that the most powerful
influences on ultimate educational-vocational achievement might well be (in order of
effect size): literacy, numeracy, the completion of Year 12, type of vocational interest,
gender, socioeconomic status, ethnicity and rurality. From a practical perspective,
there is scope to identify those persons with educational potential at a relatively early
age, especially those who might otherwise be disadvantaged by their background.
Secondly, it is also possible to outline educational and vocational options given the
pattern of interests and educational potential of a person, in order to maximise

his/ her success and satisfaction. Thirdly, it seems possible to plan on a large scale for
ways in which to overcome some of those factors that circumscribe educational and
training outcomes of youth in transition.
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Not all young people continue on at school to complete year 12. While
many of those who drop out of school do not undertake any further
formal education and training, others participate in further education and
training, enrolling in a post-school vocational education and training
(VET) course through adult and community education, state technical and
further education (TAFE) systems or private providers.

School non-completers identified in the 1995 (Y95) national cohort of the
Longitudinal Surveys of Australian Youth (LSAY) have been tracked
annually from 1995 and their school experiences, educational attainment,
and post-school participation in education, training and work have been
recorded. In this study, the information collected on participation in VET
from LSAY respondents has been supplemented with data from the
national VET provider data collection managed by the National Centre
for Vocational Education Research (NCVER).

This study examines the VET activities and achievement of school non-
completers in the initial years beyond high school (roughly to age 19).
Trends for school non-completers in VET between 1996 and 1998
suggest significant differences in achievement across gender,
socioeconomic status and ethnicity.

This study provides information about the VET choices and progress in
VET of school non-completers. The research suggests that the vocational
education and training sector is playing an important role in the transition
from school to working life for young people who do not remain on at
school to complete year 12.

School non-completers: outcomes in vocational education and training

Despite attempts to raise school retention through increasing subject choice and
initiatives such as VET in Schools, the reality is that not all young people will
complete senior secondary school. It is widely recognised that non-completers
experience the most difficulty in making the transition from school to productive
activities in adulthood - post-school education, training and employment. This has
led to particular concern over the group of young people who fail to complete school.
For those who do not re-enter education and training, there are long-term costs
involved for individuals, government and society. Without further education and
training, school non-completers are entering the labour market with insufficient
education and skills to be successful in the long term.
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A key response has been to strengthen the range of education and training options
available to non-completers, particularly through the expansion of VET, and to
increase the incentives to participate through changes to income support
arrangements for those in education and training and for those out of work. But how
many non-completers take part in further education and training? What VET
modules and courses do they undertake? How well do they achieve?

This study highlights the range of courses being studied by school non-completers in
the VET sector and the differences in achievement according to a range of
demographic factors. Understanding the VET choices and achievement of non-
completers will help the development of a better understanding of the role that VET
plays in providing post-school education and training for school non-completers.

Who are non-completers?

In the current study, the term ‘non-completer’ is used to refer to those who do not
finish year 12, even if they have continued beyond the ‘compulsory’ years.

Other research suggests that students do not complete school for a variety of reasons.
There is a group of students for whom continuing on at school has the potential to be
counterproductive if it changes neutral feelings about learning into negative ones
(Dwyer 1996).

These varied school non-completers will leave school at different times up to the end
of year 12. They will have a variety of educational backgrounds and therefore
diverse further education and training needs.

Data and method

The analyses are based on the non-completers identified in the 1995 (Y95) cohort of
the Longitudinal Surveys of Australian Youth (LSAY). This data set has tracked a
national cohort of year 9 students annually from 1995 and has mapped school
experiences, educational attainment and post-school participation in education,
training and work. The information collected from the annual Y95 follow-up survey
has been matched with data from the 1996, 1997 and 1998 national VET provider
data collections to develop a detailed profile of the vocational education and training
experiences of non-completers. LSAY provides information on broad measures of
participation in VET. The national VET provider data collections contain more
detailed information on qualification, field of study, courses, module enrolments and
module achievement. Together the two data sets provide extensive information on
the VET experiences of non-completers from the Y95 cohort. The research results are
reported in full in Ball and Lamb (forthcoming).

Results

Who participates in VET?

Details on VET participation by school non-completers are presented in Table 1.
During the period they would otherwise have been at school, roughly two out of
every five non-completers participated in alternative forms of education and
training. Two-thirds of the VET participants were male because 42% of boys who
did not complete school had participated in VET at some time before age 19
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compared with only 30% of girls. Therefore, while relatively more girls than boys
remained on at school, more boys than girls participated in VET at this time.

There was only a slight tendency for higher school achievers among the non-
completers to participate in some form of VET. School achievement is based on
literacy and numeric tests taken during year 9. Because of the differences in rates of
non-completion, the lowest school achievers made up 37% of the non-completers
who participated in VET compared to only 14% of high achievers.

School type was also related to participation in VET. The highest rate of participation
from non-completers in VET was for those from Catholic schools. The rate - 44% -
was 8 points higher than for those from government schools and 13 points higher
than for young people from independent non-Catholic schools. This means that
much higher percentages of young people in Catholic schools are participating in
some form of further education or training during the post-compulsory years.

Young people from a non English-speaking background are more likely to complete
school than those from an English-speaking background. Teenagers who did not
complete school were more likely to enrol in a VET course if they had parents born in
Australia rather than in another English-speaking country or in a non English-
speaking country. Some 39% of all non-completers with Australian-born parents -
enrolled in a VET course. In comparison, 35% of non-completers with parents born
in non English-speaking backgrounds and 30% of non-completers with parents born
in other English-speaking countries entered a VET course.

Proportionately fewer non-completers from Indigenous backgrounds enrolled in a
VET course compared to other Australians. About 28% of Indigenous non-
completers enrolled in a VET course compared to 38% of non-Indigenous non-
completers.

Table 1: Participation in VET of non-completers, by selected background
characteristics

Row percentages Column percentages
Did not Participated Total Didnot  Participated in Total
- participate in in VET participate VET
Characteristic VET in VET

58 42 100 54 66 58

70 30 100 46 k2 42

64 36 100 39 37 38

Lower middle 63 37 100 30 30 30
Upper middle 62 39 100 18 19 18
Highest 61 39 100 13 14 13

7; Sehool type: e {

Government 64 36 100 88 86 87
56 44 100 9 12 10

69 3 100 3 2 3

Australian-born 61 39 100 84 88 85
Other-English 70 30 100 9 6 8
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ERIC

Aruitoxt provided by Eic:

Non English-speaking 65 35 100 7 6 7
lndiger;oﬁssmtus . . I T
Indigcnous 72 28 100 6 4 5
Non-Indigenous: ) - ) 62 38 100 94 96 95
Gcogr.xplll.ic loca!idn ‘, T A. IR
Urban 65 35 100 43 39 42
Regional 65 35 100 32 29 31
_Runalorremote . 56 44 100 24 32 27
Socioeconomic status .+
Lowest 65 35 100 36 k1 34
Lower middle 62 38 100 30 30 30
Upper middle 60 40 100 19 21 20
"Highest o 57 43 100 15 19 16
Parents’ educauon . ol
Lowest (did not complete school) 69 31 100 3 2 3
Lower middlc (school certificatc) 64 36 100 45 42 44
Upper middle (post-school qual) 58 42 100 32 39 34
66 34 100 2 17 19
$399.50 58 42 100 23 27 25
$599.50 62 38 100 43 42 43
$849.50 66 34 100 31 26 29
48 52 100 3 5 4
FOXImity.
Less than 2 kms 67 33 100 36 29 34
Between 2 and 10 kms 59 41 100 45 50 47
_JO.vc_(_IOkms 59 41 100 18 21 19
- Uncm;vlbymcm rate of resident
Less than 6 % 58 a2 100 17 20 18
Between 6 and 10 % 63 37 i 46 44 45
Between 10 and 14 % 58 42 100 20 23 21
Over 14 % 66 33 100 17 13 16
Totul (Sumple size) 1302 765 2067
(%) 63 37 100

Living in a rural area is not an impediment to participation in VET. While rural
students may complete school less often than their urban counterparts, they more
often enrol in VET. The rate of participation in VET among rural and remote non-
completers was 44%, compared to 35% for those in regional and urban centres.

Variations in VET participation were also linked to social background and locality.
Non-completers from high socioeconomic backgrounds were more often VET
participants. Despite much lower rates of non-completion, those from high
socioeconomic backgrounds more often entered some form of further education and
training in the initial post-school years. Non-completers from areas of high
unemployment (over 15%) were less likely to participate in vocational education and
training than their counterparts.

What courses are studied?

The majority of non-completers were enrolled in trade-related courses. About 12%
were doing a preparatory trade course, while 31% were enrolled in a full trade
course. A further 24% were enrolled in non-trade certificate courses, with one-third
of this group in preparatory or qualifying certificate courses.
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There were gender differences in the course enrolments. About 57% of boys enrolled
in a trade-related course, usually at AQF level III, compared to 18% of girls. Girls
were more likely to enrol in courses which teach other skills, usually at Certificate II
level. About 42% of girls had enrolled in either a preparatory course which grants
partial exemption to non-trade skills courses or in a recognised complete course
teaching non-trade skills. The equivalent rate for boys was 15%.

About one in ten girls and boys enrolled in courses that teach either ‘basic education
and employment skills’ or ‘education preparation’. Boys tended to favour the
courses providing basic education and employment skills while girls favoured the
courses in education preparation.

There are differences in the courses that boys and girls enrol in depending upon
whether they leave school before, or after, the start of year 11. About half of all boys
who left school in year 10 or below enrolled in a complete trade course compared
with a third of those who left school in year 11. Boys were more likely to enrol in a
‘complete non-trade skills’ course if they left school in year 11. Girls who left school
in year 10 or below were more likely to enrol in ‘education preparation’ courses
compared to girls who started senior secondary school.

There are notable differences in the field of study for girls and boys. The most
popular choice of fields of study for boys were ‘engineering and surveying’, followed
by ‘architecture and building’ and ‘services, hospitality and transportation’. This
contrasted with girls who enrolled primarily in ‘services, hospitality or
transportation’ and ‘business, administration and economics’ courses.

Influences on course choice

Over half of the students who were high achievers at school and left school in year 10
or below were enrolled in ‘complete trades courses’, compared with only a quarter of
students who had lower levels of school achievement. A further 20% of high
achievers were enrolled in ‘complete other skills courses’. There were no marked
differences in the courses studied by teenagers who left school in year 11 by school
achievement.

Proportionately more students from disadvantaged backgrounds studied ‘basic
education and employment skills’ courses compared with students from families
with a higher socioeconomic status.

Proportionately more students who were from a non English-speaking background
studied ‘courses which grant partial exemption to recognised trade courses’ than
students who were born in English-speaking countries. Proportionately fewer
students from a non English-speaking background studied ‘complete other skills
courses’ compared with students from an English-speaking background.

Almost two in five non-completers in VET living in urban areas were studying
‘complete trades courses’. Less than a third of students living in regional or rural and
remote localities were enrolled in these courses. A higher proportion of students
who live in rural and remote localities were enrolled in ‘initial vocational courses’ or
‘other complete skills courses’ compared with students from regional or urban areas.
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Achievement in VET modules

The unit of analysis for analysing VET achievement is the module, or subject, rather
than the individual. The information was compiled on each module studied by a
non-completer in the sample, rather than on the average outcome achieved by each
student. This means that it is possible to provide estimates of the numbers and types
of modules non-completers were successful in, but not the numbers of non-
completers who were successful. The module outcomes identified in the national
VET provider collection have been grouped into the categories of successful
outcome, non-successful outcome and not yet completed.

* Successful outcome: pass and no assessment - satisfactory completion of class

hours

e Non-successful outcome: fail, withdrew (failed) and withdrew (without
failure)

» Not yet completed: no assessment - studies not yet completed, and result
withheld.

Overall rates of success and failure

Not all non-completers are successful in their VET studies. A successful outcome was
achieved in 59% of modules undertaken by non-completers, which were either
passed (46%) or satisfactorily completed (13%). One in four modules (29%) did not
result in a successful outcome. Approximately 17% of modules undertaken by non-
completers resulted in outright failure. A further 8% were withdrawn from but with
participants being recorded as having failed, and 8% of modules were withdrawn
from without a failure recorded. A further 12% of modules were not completed
either because the result was withheld or the studies were continuing.

Choice of course and module outcomes

There were differences in module outcomes for non-completers depending upon the
type of course studied in VET. With the exception of recreational or personal
enrichment courses, the results show that a slightly higher percentage of modules in
trade-related courses were successfully completed by non-completers compared with
modules in other types of courses. Non-successful outcomes and withdrawal from
modaules in trade-related courses were also lower than for other courses. A relatively
low proportion of enrolments in trade-related courses resulted in a withdrawal.
Conversely, a relatively high proportion of module enrolments in courses related to
‘other skills’ resulted in a fail grade. A high proportion of enrolments in basic skills
and education preparation courses resulted in a withdrawal with a failure recorded.

Qualification category and module outcomes

The degree of difficulty of a VET course influenced the module outcomes of non-
completers. Although relatively few non-completers enrolled in a diploma-level
course, a high proportion of fail grades (29%) were recorded in modules at this level.
Conversely, relatively high pass rates were recorded in module enrolments at AQF
level III and IV or equivalent. These courses are likely to be apprenticeship courses.
A high proportion of modules for courses leading to a statement of attainment
resulted in a withdrawal with a fail grade recorded.
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The highest pass rate was achieved in modules studied in ‘other certificate courses’
(71%). These courses most often include short courses providing basic education
skills training and initial vocational preparation.

School attainment and module outcomes

Despite differences in course choice, students who left school in year 10 or below and
students who left in year 11 were equally likely to achieve a successful outcome or an
unsuccessful outcome in a VET module. However, the distribution of course results
differed depending upon whether students left school before or after commencing
year 11.

Gender

Overall, male non-completers are more likely than female non-completers to achieve
a successful outcome in a VET module. A successful outcome was recorded in 62% of
modules studied by male non-completers compared with 57% of modules studied by
females. Only 27% of modules studied by male non-completers resulted in a non-
successful outcome compared with 31% of modules studied by female non-
completers.

There are also differences between female and male non-completers in the
propensity to withdraw from a vocational education and training course. Females
withdrew from a higher percentage of modules than males. Irrespective of whether
or not a ‘fail’ grade was recorded, females were more likely than males to withdraw
from their VET course.

Early school achievement

Irrespective of differences in the types of VET modules undertaken by non-

completers who were high achievers in school and those who were in the lowest
quartile of achievers, the proportion of modules where a successful outcome was
achieved were comparable (61%) and pass rates were rather similar (about 47 %).

Although the proportion of non-completers who recorded a non-successful outcome
was similar across the quartiles of school achievement, module failure was higher in
the modules entered by low school achievers. About 17% of the modules entered by
low achievers were failed. The rate for high modules undertaken by high achievers
was 14%.

Withdrawal rates were higher in modules undertaken by high achievers.

Socioeconomic status

Although lower numbers of non-completers are from families of high socioeconomic
status (SES), more of them, on average, tend to record a successful outcome or a pass
in their VET studies. About 63% of modules were successfully completed of all
modules studied by students from the highest quartile of SES compared to 59% for
those in the lowest quartile of SES, who make up the largest group of non-
completers.

More striking is the difference in non-successful outcomes and failure rates. About

30% of non-completers from a low SES background recorded a non-successful
outcome and non-completers from low SES backgrounds were much more likely to
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fail outright - 19% of modules were failed compared to 13% of modules undertaken
by non-completers from high SES families.

Social background exerts an influence in terms of rates of non-completion and rates
of participation in VET, and also in terms of the likelihood of achieving a successful

outcome or a non-successful outcome for those undertaking VET modules.

Parents’ country of birth

There was a notable difference in the proportion of non-completers who did not

achieve a successful outcome from a non English-speaking background compared to
other non-completers. Rates of non-successful outcomes were higher and rates of
successful outcomes lower in modules undertaken by non-completers with parents
from non English-speaking countries compared with students from other
backgrounds. Approximately 57% of modules undertaken by non-completers from
non English-speaking backgrounds were successfully completed, compared to 60%
of those undertaken by other non-completers.

Module failure and withdrawal rates were higher in modules undertaken by non-
completers from non English-speaking backgrounds.

Urban or rural location

There were minor differences in the rate of successful outcomes across different
geographical regions. However, a higher proportion of non-completers from rural
and remote localities recorded a non-successful outcome (31%) compared to other
non-completers - 26% for non-completers from regional localities and 28% for those
from urban areas. There was a higher rate of module failure for non-completers
living in rural and remote locations than for those from urban areas - 18% of modules
undertaken by non-completers in rural or remote locations; 17% in regional centres
compared to 14% in urban areas.

Conclusions

The results of this analysis suggest that VET is meeting the needs of the group of
non-completers who are in trade-related apprenticeships or other AQF certificate
level I1I courses. This group of non-completers are achieving successful outcomes in
the VET modules they are studying. Of concern are the groups of non-completers
who were low achievers at school or are from low SES backgrounds, who are not
succeeding in VET. In addition, high proportions of non-completers from these
groups are not participating in VET.

These groups are the least likely to participate in VET, despite having the highest
needs for education and training in order to make a successful transition to
employment. For those who do engage in VET, they tend to enrol in the least
demanding of courses and are the groups that are most likely to experience failure.

These results present a challenge to VET providers and practitioners as they imply
that much more needs to be done to assist reluctant learners to participate and
succeed in VET courses that will prepare them for the labour market. It is important
that VET remains flexible and continues to provide diversity in the range of courses
available to cater for the varied needs of school non-completers.
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Increasing participation in VET by people with disabilities

A key concern for vocational education and training (VET) policymakers is the low
participation rates in VET by people with a disability. Australian Bureau of Statistics
(ABS) data indicate that 15% of the working age population are known to have a
disability, yet only 3.5% participate in VET and less than 2% are apprentices or
trainees. Equally low levels of participation in Structured Workplace Learning
programs are evident among school students with disabilities, and these students are
also characterised by high rates of early school leaving.

It follows that one strategy to increase participation in VET by people with a
disability involves intervention at the secondary school level - to reduce early school
leaving by providing structured VET learning and work placement opportunities.
The issue has been the lack of a model of good practice to achieve this outcome. Our
paper presents a model that is being trialled through an action research initiative
sponsored by the Enterprise Career Education Foundation.

The model is based on collaboration within and across sectors.

The initiative
ANTA'’s Disability Forum: Bridging Pathways strategy

Until recently there has been a distinct lack of collaborative efforts between the VET
and disability sectors.

People from the VET sector often feel overwhelmed by the array of services provided
by the disability sector, which makes it difficult to know where to start when
forming collaborative networks. Conversely, people from the disability sector find
the range of programs within the VET sector confusing.

From a client perspective, a number of reports within the VET sector, and more
broadly across the disability services sector, have acknowledged the difficulties faced
by people with a disability in trying to coordinate and navigate these services in
order to undertake a VET activity. System statistics reinforce the extent of these
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difficulties, with participation rates and outcomes achieved by people with
disabilities in the VET system being significantly below those of the wider
community.

In June 2000, Australia’s education and training ministers made a five-year
commitment to improving opportunities for people with a disability in VET. They
agreed to a national strategy and blueprint called Bridging Pathways, which spells out
a practical road ahead to achieving better outcomes. For the first time, Bridging
Patlhways describes a VET system which recognises the diverse needs of individuals,
enables training providers to accommodate these needs and supports collaboration
between the VET and disability sectors.

The final document developed by the taskforce has been termed a Blueprint because
it outlines a detailed plan of action for all of the players involved. The Blueprint is
principally designed to overcome or remove structural inequities, whether they are
legislative, administrative or resourcing practices.

An implementation taskforce was established to formulate an implementation plan
for Bridging Pathways. The taskforce included representatives from all the groups that
would be instrumental in implementing a national VET strategy. A cross-sectoral
approach was taken because it was realised that some solutions may be found
beyond the VET sector. VET is intrinsically linked with employment, and the lives of
people with a disability are intrinsically linked with their support services. It was
clear that a whole-of-government approach was needed to improve education and
training opportunities for people with a disability.

The real challenge for collaboration at a systems level will lie in the implementation
of the Bridging Pathways strategy. In order to achieve the outcomes outlined in the
blueprint, four Commonwealth Departments, every State and Territory Training
Authority, industry, training providers and the disability sector will need to work
together.

The Enterprise Career Education Foundation Lighthouse initiative

In the process of developing Bridging Pathways, the ANTA Disability Forum worked
during 1999 and 2000 with the Enterprise Career Education Foundation (ECEF) - a
national organisation which is funded by DETYA to provided Structured Workplace
Learning (SWL). ECEF was formerly known as the ASTF - Australian Student
Traineeship Foundation. A key feature of SWL programs is that they involve
structured collaboration between schools, VET providers, industry and communities.

The ECEF's Lighthouse initiative is a project which was implemented in 2000 and is
destined for completion at the end of 2001. It has funded three projects, which are
each designed to provide guidance on how to make SWL accessible and on positive
vocational outcomes for students with a disability.

Interest and response was significant, with 87 proposals received from all Australian
states and territories. Only three projects could be selected, and these are sponsored
by:

¢ Central Coast Business Education Network (CCBEN) in Gosford



* Launceston Workplace Learning
e Western Adelaide Vocational and Enterprise Services (WAVES).

The model applied - the WAVES project in SA

A critical feature of each project is the formation and strengthening of partnerships
or working alliances between schools, RTOs, employers, employment agencies (in
particular, Competitive Employment Placement and Training - CEPT - agencies)
and other organisations with expertise in managing disability. The WAVES project
description below illustrates one application of the model.

Project summary

Thirty students within the western cluster of schools will be involved in a structured
workplace learning and job placement program.

All students participating in the project need to have completed the Centrelink
Workability tables and have a score of over 50 points. This indicates that they are
eligible to receive a service from Specialist Employment Providers funded by the
Department of Family and Community Services (DFaCS).

Work preparation is being provided to the participating students.

e Personnel Employment is delivering the '"Employability Skills: Becoming a
Worker' course in partnership with Minda Job Placement.

e State education teachers have professional development time allocated to
enable observation and evaluation of the employment preparation program.

Structured workplace learning is being provided in manufacturing and retail,
including:

o aCertificate I in Metals and Engineering; and

e retail training provided by Maxima Training, with support from the City of
Charles Sturt.

Job placement and support is being provided by DFaCS Specialist Employment
Providers, such as Personnel Employment, with assistance from the Business
Enterprise Centres - Disability Recruitment Coordination Service.

Auspicing organisation

e Western Adelaide Vocational and Enterprise Services (WAVES).

Partners
e WAVES
» Business Enterprise Centres
o Department of Education, Training and Employment (State)
e Department of Family and Community Services (Federal)
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City of Charles Sturt (local government)
Personnel Employment

Minda Job Placement

South Australian Centre for Manufacturing.

In examining this collaboration, it can be seen that:

e Three levels of Government are involved, with each providing direct funding
and/or other resource support.

e Industry is an active participant at both the program level and in assisting
with coordination.

e Two Disability Employment services have committed to the process.

Challenges and opportunities

The challenges

A major issue to be addressed by the Blueprint is that of the coordination between
the disability and VET sectors in the area of learning supports. There is currently a
lack of coordination across services, and many people with a disability find it
difficult to access information, coordinate services and manage their personal needs
as well as study demands. Responsibility for providing supports is often not clearly
defined across agencies.

Other challenges to be addressed include the following:

e Students with disabilities are more likely than other students to leave school
before years 11 and 12, and to be under-represented in the VET system, which
significantly disadvantages their employment options.

» CEPT agencies face significant challenges in securing long term and viable
employment for their clients, and have been funded in a way which
discourages them building a relationship with their clients during their
secondary school years.

» Employers require specific encouragement and support to offer sustainable
employment to young people with disabilities.

e Articulation between school and work is a significant issue for all young
people, but particularly for those with a disability, who are most likely to
leave school with little understanding of the world of work.

The opportunity

Opportunity #1: Structured Workplace Learning (SWL)

Structured Workplace Learning (SWL) and VET in Schools initiatives provide
significant opportunities to enhance school-to-industry articulation and to address
the problem of a lack of ‘cultural fit' between the two sectors.

ERIC 82




Partnerships between schools, RTOs and employers are vital to the success of this
articulation. However, to ensure equity of opportunity for students with a disability,
a fourth partner is required - one with a specialised understanding of the needs of
people with a disability.

CEPT or open employment placement agencies are ideally placed to become this
fourth partner, but have faced significant obstacles in becoming involved at the
school level.

Opportunity #2: School-based Apprenticeships

Further opportunity for accredited VET, preparation for work and pathways to long-
term employment exist in relation to School-based Apprenticeships. These can
provide the required award infrastructure for CBF (see below).

CEPT agencies have traditionally received funding from the Commonwealth in block
form, and under the terms of the Commonwealth State Disability Agreement
(CSDA), are not supported to become involved within schools because the
Agreement defines this as a State responsibility.

Opportunity #3: Case-based funding to CEPT agencies

From January 2000, case-based funding (CBF) has been trialled and this will continue
until June 30, 2002. CBF is outcome-based, the outcome being a minimum of eight
hours work for 26 weeks or more, for people who have been assessed by Centrelink
under the WAT. This work must be structured under a sanctioned industrial award.
CBF will provide for five levels of support, ranging from $3000 to $15,000 per year,
and these will be determined by assessment of support needs and employment
barriers.

At present, CEPTs receive block funding from DFaCS. The CBF trials are intended to
explore and develop an outcomes-based funding model, with planning for a
transition process between block funding and this outcomes-based model. It is most
likely that they will move completely to an outcomes-based model over the next few
years.

Combining the challenges with the opportunity

In South Australia, with the support of ASTF funding under the Lighthouse
Initiative, WAVES (Western Area Vocational Employment Services) will trial a
model that combines these challenges with the opportunities presented by CBF, SWL
and School-based Apprenticeships.

The model provides for CEPT agencies to undertake these key roles:

e transfer labour market knowledge to secondary school teachers via structured
in-service training and a train-the-trainer strategy. This would see teachers
participating in and then delivering (as RTOs) programs like the “Certificate
of Work Education’ or the classroom component of ‘Becoming a Worker’, and
becoming accredited Workplace Trainers and Assessors (Certificate IV). This
would mean that teachers would develop a clear understanding of workplace



social competencies and receive a nationally recognised VET qualification to
accredit this knowledge. (The key challenge here is the need to fund Teacher
Release Time. However, it is possible that ANTA funding could be sought for this
purpose, given the VET outcomes involved.)

e provide the link to employers and manage the interface between schools and
industry, including working with New Apprenticeship Centres to obtain .
apprenticeships.

¢ provide individual support to students with disabilities and their families.
e act as the feedback loop between student, school and the workplace.

The CEPT role would ultimately be funded through Commonwealth outcomes-
based funding (CBF), with SWL being the first component of an outcomes-based
strategy, a front-end for School-based Apprenticeships.

The WAVES project will apply this strategy through these specific steps:
e Term 1 - year 10 student completes ‘Becoming a Worker’.
¢ Term 2 - student undertakes SWL (either with Maxima or email training).
e Mid-2001 - student begins a School-based Apprenticeship.

e By the end of 2002, the student has completed or nearly completed, two years
of a SBA, and is thus highly marketable. This enables the CEPT to market the
student in the labour market; a relationship has been built with employers
and co-workers, the student is developing informed choice about the labour
market and has attained a level of work readiness and recognised
qualification. The CEPT's long-term investment has a much greater chance of
being rewarded through CBF than would be possible without this
preparation. Given that 30% of CEPT funding is known to be spent on
employment preparation, this model builds on and improves the status quo.

In the course of the ECEF Lighthouse initiative, this model will be trialled and its
lessons documented.

While the model is designed specifically to meet the challenges facing students with
a disability, it is highly transferable and holds significant promise for students who
have completed SWL, assuming the required support resources are part of the
overall provision. It builds on the partnerships which are essential to SWL and
increases the likelihood of achieving sustainable and improved outcomes for students
with a disability.

Conclusion

Patterns of school participation show that students with disabilities are more likely
to leave school before years 11 and 12 - probably because of the absence of clear
vocational pathways. Preventing these early leaving rates requires intervention
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which provides learning opportunities, support and structured work placement
experience. The model presented in this paper involves Structured Workplace
Learning (based on collaborative links as described), and School-based
Apprenticeships leading to employment.

The success of the model is highly dependent on collaboration and the building of
alliances within the VET sector and across to the community services sector. It
depends on effective working relationships between industry, education, community
and disability support services. However, intersectoral boundaries can present
barriers and necessitate a whole-of-government approach.

The challenge for this model will be to develop such an approach so that open
employment or CEPT agencies are enabled to work with students with disabilities
while they are in school, despite the existing policy impediments to this. At present,
they are funded to support clients who have been assessed by Centrelink and current
policy precludes school students from this assessment. Effectively, CEPTs cannot be
funded immediately for working within schools. However, unless CEPTs can build a
long-term relationship with school-age clients, they are less likely to achieve
employment outcomes when they leave school. In doing so, they can provide
significant support and expert advice to schools and employers and are an integral
part of the collaborative model.

Given new policy directions which link CEPT funding to employment outcomes, it is
time to remove the barriers which currently inhibit their involvement.

Contact details

Kate Barnett
Email: kate@katebarnett.com.au
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Searching for extended identity: the problematised role of
managing people development, as illuminated by the
Frontline Management Initiative

Llandis Barratt-Pugh

School of Management, Edith Cowan University, Western Australia

During the past year there has been considerable research undertaken to
explore and evaluate the Frontline Management Initiative (FMI). The
FMI is positioned in this text as an important initiative, because it marks
the political move towards workplace leaming, and provides evidence
concerning the development of managing identities and the management
of such workplace learning. This paper seeks to examine the FMI as a
technology of identity within the discourse of enterprise, and as an
instrument of the textualisation of the workplace. As such, the FMI is
seen as a dichotomy; a powerful tool to promote elite representations of
managing. In contrast, it creates learning spaces within which individuals
extend their identity to include managing. FMI is thus positioned on the
battleground for the development of manager identity. The paper
concludes by identifying the diversity that is emerging from workplace
practices, and indicating the critical and problematised role of people
development managers as a primary future research imperative.

After the last AVETRA conference I stayed to explore Canberra, and went to the
observatory. For the first time in my life I was able to see stars and other galaxies
with great clarity. While I was aware of much of the associated knowledge, this was
the first time I realised that what I was seeing was light that had started the journey
towards me years ago, even before my birth. What I was seeing so clearly might not
actually exist on that evening. It was a representation of the past. Peering into those
galaxies, and back in time, prompted questions about my own identity. I was both
part of something infinite and also insignificant. The concrete universe was full of
illusion. These thoughts mirrored the stories of the managers in our current FMI
research study (EFMI); seeking a meaningful managing identity within mixed and
competing discourses. For many involved in the FM], their experiences were like my
first view through the telescope. It was the point in time when they began a complex
search for an extended identity, that included managing,

The evidence from over 200 interviews and 500 questionnaires indicates that the FMI
text has been subject to diverse interpretations (Barratt-Pugh 2000a; 2000b). Within
some enterprises, the FMI appears within a discourse of flexibility, but is represented
by codified national competences and regulated by managerial imperatives. Within
other organisations, meaning is more defined by participants, often ina
developmental partnership with wider management. Occupying the central space in
the field of interpretation is the people development manager. The form that the FMI
technology takes in each enterprise determines the space that is legitimised for
frontline managers to enlarge their identity to include managing. This problematises
the role of people development within the organisation, as positioned in the new
pedagogic context of workplace learning. The move from ordering contracted
training to developing systems of workplace learning places pressures on those
individuals to re-examine their own identity and to consider integrating, a greater
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empbhasis on strategic capacity, local knowledge formation, and identity
development.

Anchored to the evidence of the FMI research, this paper will explore the significance
of the changes in organisational context, where the enterprise has become the
dominant societal grouping, and where language has become a regulatory tool in the
change from mechanistic to cognitive workplaces. The subsequent textualisation of
the workplace is analysed to present the challenges of complexity and competition
that are formed by the multiplicity of local and global texts. The paper then explores
how the textualised workplace has become a battleground for the production of
managerial identity, and the role that FMI practices play in shaping managerial
subjectivity, focusing specifically on the people development manager as a
problematised being.

Positioning the FMI

In recent decades, conceptualisations of the economy serving society have been
reversed. Dominant discourses based on markets and using economic metaphors
have attempted to position society as the servant of economics. These discourses,
operating from a market paradigm and valuing enterprising actors, have privileged the
work organisation and begun to displace the nation state as the focal societal
grouping. Ways of understanding the world that are not based on markets have had
increasingly limited currency, exposure and ultimately legitimacy. It was into such
an environment that the FMI was dispersed in the late 1990s.

Du Gay (1996) suggests that this representation of the economy as the prime societal
driver has embedded enterprise relationships deep into the social fabric. It is this
discourse of enterprise globalisation that has problematised organisational life for
employees - and more importantly in terms of our study - frontline and people
development managers. Previously regulated in time and space (Legge 1995), the
supposedly freed workplace actors are now asked to become entrepreneurs for the
organisation. While they engage in a struggle to develop this new required work
identity, managers are also positioned to regulate this production of identity. Payne
(2000) suggests that the communities within enterprises organise, while this new
enterprise capitalism actually disorganises.

The parent text for the FMI, the Enterprising nation (1995), may seem an overt servant
for such a discourse, but one that also values diverse subjectivity and reflexivity. The
report, (1995, pp 167, 169) is based on the development of a ‘new enterprise culture’
and implicitly supports ‘a proactive entrepreneurial approach’. However, the text is
clearly critical of the previous processes of identity production and managerial
identity. In terms of management identity, the report discusses a ‘changing paradigm
of management and management learning’, regarding:

Skills previously thought of as soft ... [eg] vision, the ability to
communicate, managing diversity in the workplace, engendering
innovation, managing change.

... a shift from traditional definitions, to one of team leader, coach and
mentor. (Karpin 1995, pp 263, 40)
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In terms of learning, the text (1995, p 263) notes that ’the term management learning
is not widely used, and that there is an “overemphasis on current rather than future
skills”. The report (1995, p 263) makes a clear statement that values the benefits of
‘learning from experience’ and the value of diversity.

The parent text of the FMI is a key political component of the discourse of enterprise
within Australian business and the development of enterprising manager identity.
The text is, however, critical of past managerial identity and attitudes to learning,
seeking to displace formal education with a learning technology based on the
reflection of workplace activity. Ironically, it is the flexibility of such a framework
that enables more sense making and partnership in communities of practice, but
unfortunately also allows enterprises to regulate learning and identity development,
determining what learning is legitimate. It is in this latter situation that managers,
positioned as human resources, are subject to identity development in a similar
resource-based, or acquisitional way. Their development is focused on acquiring
predetermined patterns of being or self, and value adding them to existing identity,
with little space for individual reflexive processes. The language telegraphs the form
of subsequent processes.

Rhodes (2000) supports Legge’s perspective that language derived from economic
and knowledge-based disciplines has developed as a dominant way of defining
individual subjectivity in contemporary organisations; a symbolic violence in
supplanting the original meaning. Positioning workers as human resources by
management prerogative constrains the opportunity and space for them to
reflexively examine and adapt their own workplace and managerial identities.

The textualisation of the enterprise

So it's taken it from having nothing to now having ... policy and
procedure manuals, fitness testing manuals, simple things like time sheets
check lists, feed back sheets the whole regular run of the mill.

(Frontline manager, EFMI)

Underlying the political change from an ordering and regulating management to an
enterprising management is the change in the nature of work. The move from a
physical workplace towards a cognitive workplace has meant that organising, as a
controlling agenda, has had to seek new methods of regulating workplace activity
and production. This has mediated organisational practices to move from ordering
workplaces spatially and temporally, to ordering workplace text consumption and
production. A consequence of this development is the textualisation of the
workplace, where time clocks are replaced with performance management systems.
The FMI is a significant text in terms of the regulation of workplace development
and the textualisation of the work environment.

Gee (1996) asserts that language has become the primary tool of organisational
control, ordering the knowledge production in the cognitive workplace, producing
identity and access to networks. Knowledge work and workers are primarily
engaged in the production of identity. The management response has been to
develop a textualised management. This managerialism codifies not just boundaries
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and direction, but stages of processes. Corporate managerialism with quality
instruments creates an invisible linguistic electric fence, reinforcing the enterprise
culture and encouraging self-governance, self-regulation and - most importantly in
the FMI context - self-development. In textualising processes, or at least the parts of
the processes that can be textualised, organisational relationships and identities are
bypassed. The heart of the production is redefined by the codification.

But like language, the practices of the workplace are more than a set of rules for
production; they are a way of relating and sharing meaning. Greater understanding
is grounded in shared perceptual stimulations. Gee (1996) views such textualisation
as a managerial control mechanism that excludes the community of workplace
practice, and provides a pervasive system of regulation for the knowledge workers
where empowerment is the new hegemony. It is a “generalised form of governance,
where knowing and acting are medicated by texts, and literate practices are the
dominant means of exercising power and achieving conformance’ (Jackson 2000).

For frontline managers positioned between competing cultures, meaning lies
somewhere between symbolic management texts and the complexity of substantive -
workplace relationships. As Iedema (2000) indicates, ‘more and more work is talk ...
knowledge as practice’. Frontline managers are confronted with manuals and
procedures with augmented status - scripts to be read and enacted. The regulation of
workplace practices demands the comprehension and interpretation of complex texts,
and the cognitive capacity to resolve the ambiguities between such regulatory texts
and current workplace practices.

The FMI kit, both by quantity of text and by using the exclusive language of
competency-based training, is an example of the textualisation of the frontline
manager identity. But is it positioned as a regulatory text, designed to achieve
conformance and replace local managing knowledges? The FMI provides
competencies; idealised, externalised, codified representations of enterprising
management. However, it also indicates space to ground the learning processes in
workplace experience and practice. If the filters of textualisation have removed the
complex interactivity of practice, abstracting a generalised representation of
managing, then here is the opportunity to re-examine and define individual identity
within workplace community practices.

This dynamic tension between global and local knowledges reflects the shift from
culturally concentrated knowledge (Gibbons et al 1994) to more transient socially
distributed knowledge, because ultimately, the value of knowledge is determined by
its performativity and not universal acceptance (Lyotard 1994). It is the prerogative
of enterprise management, as the dominant discourse mediating the outcomes of the
FMI, to place value on either of these knowledge components, competencies or local
processes, according to subjectivity. The political positioning of the FMI as either a
repository of knowledge, or as a framework for developing identity and local
knowledges - where knowing is a social act of a specific context and of a particular
time - will determine the subsequent diversity of organisational knowledge.

The FMI on a battlefield of representation, subjectivity and production
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(The FMI) Forces you to focus on what you are doing, look at how you
manage and learn. (Frontline manager, EFMI)

Luke (1995) suggests that current management, organisational and social conflicts
are about representation and subjectivity. These conflicts are about representation,
because the new predominantly cognitive workplace is textualised, and concerned
with what texts are produced and what texts are consumed. They are also about
subjectivity, because identity and self are constructed by the way that individuals are
‘named, positioned, described and desired” with such texts. It is a battlefield because,
as Wallace (2000) suggests, ‘it is these discursive practices that classify, characterise,
observe, monitor, shape and control behaviour’.

How we are represented will influence and may determine how we behave. Control
of workplace texts gives control of overrepresentation and therefore subsequent
identity and subjectivity. So while the textualisation of the workplace problematises
the organisational environment for managers through complex filtered scripting, and
by privileging expert knowledges, it also provides the mechanism by which identity
can be moulded and subjectivity influenced. It is the fluid framework of the FMI that
enables management to make such Orwellian choices about which additional texts
are attached to the framework, and how they position frontline managers and their
role.

For many, work has become knowledge production. Knowing is a legitimate part of
workplace activity where learning, once a peripheral activity, is now the core
activity. Learning is production. Rhodes (2000) emphasises that in the contemporary
workplace there really is nothing of an objective physical nature being produced. The
primary impact of workplace activity is no longer on the body but on cognitive
processing, where ‘work is mediated through textual and not physical means’.
Learning and knowledge production at work becomes a commodity in itself, not justa
means of self-development. The fusion of leaning and work production has
significant implications for development processes. As the organisation continues to
strive for control over production and commodity development, it has to consider
how to best align the knowledge and identity of managers and other actors with
organisational goals, by regulating the texts that are consumed and the legitimacy of
the texts that are produced.

Management discourses of best practice, flexibility and excellence provide a non-
coercive technology of work, which shapes dispositions and behaviours (Harrison
2000). They are also technologies of self, constraining learning and shaping an
enterprising, subjective being with autonomous responsibility (Fenwick 2000). This
’pastoral governance’ encourages individuals to invest their identities in
subjectivities and desires within ‘knowledgable’ discourses (Harrison 2000). To
obtain the security of ‘fitting in with’ mainstream identity, individuals become
*produced’ subjects. The quality control of mechanical production is displaced by
textual control of cognitive production. The dynamics of human agency shape
workplace texts, perceptions of knowing and ultimately worker subjectivity
(Fenwick 2000). As the organisation is increasingly involved in the construction of
idealised globalised working identity, the only legitimate subjectivity within the
organisation is one where people are defined by such terms (Harrison 2000). Identity
and self are regulated, positioned and defined by the organisation to the extent that
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this identity is carried beyond both the location of the workplace and the time of
work, creating a 7/24 being (seven days a week, 24 hours a day).

Positioned in this context, the FMI is a textual tool that can be woven within and
between related management discourses to shape organisational meaning. Frontline
managers exist in a textualised environment where learning has become production -
and production identity. Their own identities, and subsequently that of their
working communities, are being shaped by their FMI experiences.

Struggling to incorporate managerial identity

Now I see jobs differently. (Frontline manager, EFMI)

More than 20,000 FMI manager participants have been placed at the interface
between the understanding of local community and managerial texts. They are
positioned as continual learners, extending their identities in a seamless enterprising
environment of limitless postponements, where there is no final goal (Deleuze 1992).

I'm a lot more confident that I’'m doing the right things (Frontline
manager, EFMI)

The [FMI] guys ... are seen to have ownership of their job and ownership
of improvements and everything else, they get more of a communication
flow between the two groups. (Frontline manager, EFMI)

... but, I'm guessing that it's probably not because of FMI that thosc things
have actually changed, it's probably more likely the other way that FMI
has made it easier for the managers to do it. (Frontline manager, EFMI)

Participants may have previously held the name manager; now they are positioned to
develop that identity. Clegg and Hardy (1996, p 685) indicate that,

Identity is a complex multifaceted and transient construct; to appreciate
that individuals have multiple identities; that identities intersect to create
an amalgamated identity. That identities are socially, historically,
culturally, and organisationally constructed and subject to contradiction,
revision, and change.

The FMI is just one of many influences designed to develop workplace identity,
which may form a unified discourse or competing discourses, seeking to influence
individual subjectivity. Olsen (2000) defines work identity as ‘subjective assigning of
meaning’. How a frontline manager sees the workplace environment is the result of a
range of organisational discourses, and builds upon existing identity to produce a
new subjectivity. The resulting identity becomes a ‘subjective structural component’ of
the organisational societal context, with significant opportunity to mediate the
development of local workplace community culture. If ‘self’ is a negotiable entity
(Sheeres 2000), who holds the power in the processes of FMI negotiation?

Jorgensen (2000) suggests that the negotiation space consists of three intricately
interwoven competing discourses. The resulting self or Habitus of the frontline
manager can be seen as an embodied experience formed by the local informal
communities of work, the organisational political communities that contest terrain to
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assert power of definition, and cultural communities or lifeworlds. It is little wonder
that the tales of the FMI are ones of diversity, where there are as many FMIs as there
are participants. The evidence from the research project indicates that the intention to
create a fluid learning technology has been realised. Diversity is the most evident
characteristic. However, it is equally evident that the market environment has often
privileged accreditation above reflexivity, and that developmental models of the FMI
do not dominate the national landscape. Adherence to unified texts and the
production of diverse subjects coexist on the battleground.

I told her ... maybe you shouldn't try to do it all by Christmas ... It’s not
about ticking the boxes ... you are going to miss out on the learning.
(Trainer, EFMI)

Tenant (2000) suggests that the attraction of conforming to a management-prescribed
subjectivity is an all too attractive proposition.

... high value is placed on locating oneself within a shared understanding
which despite recognition of notions of difference and diversity is more
often than not a singular new corporate culture.

Jackson (2000) supports this argument, agreeing that textual mediation is a pervasive
form of governance to mobilise these self-governing practitioners. In contrast
however, Casey (1996) suggests that such constructions of workplace identity lack
complete identity, because they do not account for spirituality and offer no
revitalisation of the organic self. More sustainable cultures, identities and workplace
identities need to be extended to include a spiritual dimension that is not just a
cultural addition. Conforming to a prescribed workplace subjectivity is an
inadequate platform to develop a gestalt identity. This positions identity as an
implausible subject of managerial re-engineering that can be codified and textually
distributed - as identity is processual, and subjectivity is a social production. It is the
social practices of the FMI that develop; that culturally mediate new management
meaning and new ways of coping - not solely the texts. This extension of managerial
identity is more than ‘learning’ new ways or finding new meaning; it is also about
developing the technology of the self, and how this new self-image will be
propagated and policed (Devos 2000).

.. my 360 degree survey was very interesting. This highlighted some
areas that obviously I needed to work on ... (Frontline manager, EFMI)

Current evidence suggests that such complex interaction does not take place in
isolated, distant, brief or constrained learning opportunities. Without interactive
learning space, participants do not achieve an integrated and extended identity.
Limited interaction and coercive managerial discourses achieve little more than a
value-added management identity, which can be discarded following accreditation.

The research evidence indicates that discourses of partnership, if substantive rather
than symbolic, provide learning space. Rhodes (2000) indicates the inadequacies of
‘dominant discourses on selfhood’, which in contrast are liable to ‘shape and delimit
our context of the preferred self . Dialogue, choice and self-reflection are practices
that enable the re-examination of emerging identity and the related relationships.
However, such processes of reflexivity are not individually but socially determined,
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and the practices of the FMI are ultimately determined by those responsible for people
development within the organisation.

The problerhatised role of people development

Orchestrating identity development from within the organisational framework is
therefore an onerous task. As the first significant competency-based, workplace-
located training initiative within the more ‘open’ Australian training market, the FMI
provides interesting data to illuminate how structures of learning are developing
within the new industry-led and industry-located system. The move from training to
learning - and from ways of doing to ways of thinking - positions people
development managers as problematised beings. Scaffolded by national packages,
and resourced by management strategy, the people development manager (PDM) is
subject to dual discourses of regulation.

In the analysis of the external market, Seddon (2000) discusses the construction of
pedagogic agency; the fusion and management of pedagogy. Similar reconfigurations
and capacity building are also occurring within organisations, as externalised
knowledge acquisition is replaced with internal shaping and production of identity.
The pedagogic context in which PDMs work has been radically reconfigured.
Seddon, rephrasing Lusted (1986), has described pedagogic work as a set of moral
transactions; a process of production and exchange between agencies. PDMs have to
negotiate with groups both within and interfacing with the organisation to create a
pedagogic process of exchange, where knowledge is co-produced and identity
extended (Connell 1995).

You know on the phone ... my most usual response is / don’t know —
what do you think? (PDM, EFMI)

I’d like your honest opinion ... are we on a hiding to nothing ... doing it
like this. (PDM, EFMI)

It is a complex process that PDMs are asked to create, develop and protect, often
with limited organisational power, and often with only symbolic managerial
support. The FMI participants struggle to give some discursive shape and develop
new meaning from the interactive processes they experience, but they need support
to link their local sequences of action into a wider organisational discourse (Daly and
Mjelde 2000). PDMs are therefore required to discursively negotiate with different
discourse communities to facilitate this process, and prevent dominant and
privileged subjectivities acting to define self and identity. The PDM role is positioned
to protect the negotiation of frontline manager identity, protect partnership, and
reject the discursive positioning of subjectivity by regulating the reading and
enacting of scripts.

[The]} mediation of meaning between the individual learner and the “real”
environment is a social act which, through language, abstracts the
“universal character” of an object or discourse and establishes it socially
as a real object, a real thing recognised as such by many communicating
actors. (Smith 1996, p 370 - paraphrasing Mead 1938)

As Jackson (2000) suggests, the protector of the process needs to ensure that they ‘are
subject to, but not the subjects of, the workplace texts they aim to create’. As discourse
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technologists, they develop knowledge as a local achievement through textually
mediated social action and bridge the meaning of reified knowledge within local
communities (Farrell 2000, paraphrasing Fairclough).

Mulcahy (2000) views the FMI as both a technology of knowledge, defining what
managing is; and a technology of representation - defining how managers should
manage. PDMs determine to what extent this encoded knowledge displaces the
encultured knowledge of the workplace. In the more developmental models of the
FM], learning spaces may develop where participants are able to contest the meaning
of abstract representative competencies with their own real world experience. Where
these learning spaces are protected, the reciprocity between the texts and community
practices creates new meaning and extends identity. Mulcahy quotes Law (2000) to
assert that the resulting knowledge is a located societal enactment; ‘knowing is a
relational moment or an effect, not a substance’.

... S0 corporate weren’t going to get involved ... but when the managers
started talking about what they were doing out there ... there was a quick
move ... to get involved in it. (Coordinator, EFMI)

As discourse technologist and protector of a complex pedagogic process, the PDM is
an agent who embodies the contradiction that exists between workplace realities and
the regulating texts of management identity. The PDM has been positioned as the
mediator of multiple discourses through: mediation of the hegemony of a
competence framework with local knowledge construction; the enterprise-led move
to a training market; the shift to organisations as the location of learning; the
introduction of the specific focus on management identity and soft skills
development; the focus on people as the key to competitive advantage; the broader
context of work as the production of identity; and the move to a learning technology
with national framework and local interpretation. This orchestrates the production of
identity and displaces previous pedagogic institution. The PDM is thus positioned in
a critical and problematised identity extending space.

Conclusion: a critical future research focus

There has been a political shift towards workplace-based learning as the organisation
has been politically positioned to take on social power and produce identity. While
the inadequacies of the traditional educational model are evident in the current
context, the emergence of enterprise-directed learning processes, such as the FMI,
have immediate implications for organisational actors, as they are asked to reinvent
identity, and adapt subjectivity as a cyclic responsibility. By either supporting more
managerial agendas, or in trying to create reflexive learning spaces, PDMs are
positioned in a problematised space. '

The position and practice of the FMI illustrates how systems of governance that have
traditionally regulated the educational institution, constructed a supportive agency
and developed pedagogic capacity, are now bypassed. Where traditional educators
are involved, they operate in changed locations and relationships, dependent on
enterprise benefactors. PDMs are asked to mediate the discourses of the FMI and
package texts, managerial imperatives, workplace community cultures and
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pedagogic workers. From this complexity emerges the extended identities of the
frontline managers.

The evidence from the research project indicates that managers responsible for
people development play a critical role in determining which discourses shape the
learning structures of the organisation, and what social process emerges to extend
frontline manager identity. It is these organisational practices and emerging
identities that will subsequently shape a wide range of workplace learning processes
and be positioned to shape subsequent identities. Rather like the novice at the
telescope confronted with the complexity of the universe, support and community
may be necessary to find new meaning. As the workplace develops as a pedagogic
agency, the critical and problematised role of managing people development is
illuminated as a primary future research focus.

Notes

The project to evaluate the FMI is funded by NREC-NCVER and involves a team
from six universities in Australia: Professor Geoff Soutar (UWA); Professor Catherine
Smith (Murdoch University); Associate Professor Colin Sharp (Flinders University);
and Associate Professor Trevor Williams (Queensland University of Technology).
The final report was drafted in March 2001.

References

Barratt-Pugh L G B (2000a) Ordering or adaptive technology? Tales from the practice
of the Frontline Management Initiative. Proceedings of Learning Together Working
Together, 8t International Post Compulsory Education and Training Conference,
Surfers Paradise. Griffith University, Brisbane Queensland: Australian Academic
Press.

Barratt-Pugh L G B (2000b) The frontline of third order learning or a familiar fagade?
Evaluating the Frontline Management Initiative. Australian Vocational Education
Review, vol 7, no 1, pp 22-38.

Bourdieu P (1990) The logic of practice (Trans: R Nice). Cambridge: Polity Press.
Casey C (1995) Work, self and society: after industrialism. London: Routledge.

Clegg SR and Hardy C (1996) Representations. In SR Clegg, C Hardy and W R Nord
(eds) Handbook of organisation studies. London: Sage, pp 676-708.

Connell R W (1995) Education as transformative work. In M Ginsberg (ed) The
politics and culture of educators work. Bergin.

Daly R and Mjelde L (2000) Learning at the point of production. Proceedings of
Working Knowledge: Productive Learning at Work. Sydney, New South Wales: UTS-
RAVEL.

Deleuze G (1992) Postscript on the society of control. Organisational Studies, vol 59,
October, pp 3-7.



Devos A (2000) Productive learning or technologies of government. Paper presented
at Working Knowledge: Productive Learning at Work, UTS-RAVEL, Sydney, New
South Wales, 10-13 December.

Du Gay P (1996) Consumption and identity at work. London: Sage.

Farrell L (2000) Ways of doing, ways of being: language, education and working
identities. Language and Education, vol 14, no 1, pp 18-36.

Fenwick T (2000) Work knowing on the fly; co-emergent ephistemologies in post-
corporate enterprise cultures. Proceedings of Working Knowledge: Productive
Learning at Work. UTS-RAVEL, Sydney, New South Wales.

Gee ] P, Hull G and Lankshear C (1996) The new work order; behind the language of
new capitalism. Sydney: Allen and Unwin.

Gibbons M, Limoges C, Nowotny H, Schwartzman S, Scott P and Trow M (1994) The
new production of knowledge: the dynamics of science and research in
contemporary societies. London: Sage.

Harrison R (2000) Fuzzy boundaries and flexibility in FE. Proceedings of Working
Knowledge: Productive Learning at Work. UTS-RAVEL, Sydney, New South Wales.

Iedema R and Sheeres H (2000) Doctors, factory workers and researchers. Paper
presented at Working Knowledge: Productive Learning at Work, UTS-RAVEL,
Sydney, New South Wales, 10-13 December.

Jackson N (2000) Writing-up people at work: investigations of workplace literacy.
Proceedings of Working Knowledge: Productive Learning at Work. UTS-RAVEL,
Sydney, New South Wales, 10-13 December.

Jorgensen C H (2000) Workplace learning and learning environments. Proceedings of
Working Knowledge: Productive Learning at Work. UTS-RAVEL, Sydney, New
South Wales, 10-13 December.

Karpin D (1995, April) Enterprising nation: the report of the industry task force on
leadership and management skills. Canberra: Australian Government Publishing
Service.

Law J (2000) Comments on Suchman, Gherardi and Nicolini, knowing as displacing.
Organisation, vol 7, no 2, pp 349-354. :

Legge K (1995) Human resource management: rhetorics and realities. London:
Routledge.

Luke A (1995) Text and discourse in education. Review of Research in Education, vol
21, pp 3-48.

Lyotard J-F (1984) The postmodern condition. Manchester: Manchester University
Press.

56



Lusted D (1986) Introduction - why pedagogy. Screen, vol 27, no 5, pp 2-15.

Mead G H (1938) The philosophy of the act. In C W Morris (ed) Chicago: University
of Chicago Press.

Mulcahy D (2000) Working knowledge in management and medicine tales of
technology and ontology. Proceedings of Working Knowledge: Productive Learning
at Work. UTS-RAVEL, Sydney, New South Wales, 10-13 December.

Olsen S H (2000) Professional identity as learning processes in life histories.
Proceedings of Working Knowledge: Productive Learning at Work. UTS-RAVEL,
Sydney, New South Wales, 10-13 December.

Payne ] (2000) Local perspectives on globalisation and learning. Proceedings of
Working Knowledge: Productive Learning at Work. UTS-RAVEL, Sydney, New
South Wales, 10-13 December.

Rhodes C and Garrick ] (2000) Research and knowledge at work. London and New
York: Routledge.

Seddon T (2000) Working knowledge for new educational landscapes. Proceedings of
Working Knowledge: Productive Learning at Work. UTS-RAVEL, Sydney, New
South Wales, 10-13 December.

Smith D E (1996) Telling the truth after postmodernism. Symbolic Interaction, vol 19,
no 3, pp 171-202.

Tennant M (2000) Reworking knowledge; pedagogies or organisational change.
Paper presented at Working Knowledge: Productive Learning at Work, UTS-RAVEL,
Sydney, New South Wales, 10-13 December.

Wallace M (2000) The more things change: workplace training and gender power
relations. Proceedings of Working Knowledge: Productive Learning at Work. UTS-
RAVEL, Sydney, New South Wales, 10-13 December.

Contact details

Llandis Barratt-Pugh

School of Management, Edith Cowan University
Pearson St, Churchlands

Western Australia 6018

Ph: +61 8 9273 8775

Email: l.barratt_pugh@ecu.edu.au

g7



Abstract

Bringing research and policy development together — the Department of
Education, Training and Youth Affairs (DETYA) Research Fellowship Scheme

Susan Baxter
Department of Education, Training and Youth Affairs
and
Nicola Yelland
School and Early Childhood Education, RMIT University

The Department of Education, Training and Youth Affairs (DETYA) is committed to strengthening its links
with the research community, as a means of improving its policy analysis and development, and of
promoting external research into the major issues for the Education, Training and Youth Affairs Portfolio.

- The DETYA Research Fellowship Scheme (RFS) brings members of the research community to work
within DETYA for six to twelve months, to exchange ideas and expertise ‘and assist in the process of
translating research findings into policy.

Since it started in 1999, the RFS has proved to be highly beneficial for DETYA. Benefits also flow to
fellows — as well as undertaking a major research study, there is the opportunity to gain access to
departmental resources, information and data collections, and an understanding of the policy process and
how the department operates.

Each year DETYA identifies the priority areas it wishes to address with research fellowships. Applications
for 2002 fellowships will be invited in July 2001, and the department is very keen to encourage senior
researchers in the VET field to apply. This presentation and paper describes:

o the purpose and operation of the Research Fellowship Scheme;

o the fellowship experiences of a recent DETYA Research Fellow; and

« how to apply for a fellowship for 2002,
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Workplace affordances and individual engagement at work

Stephen Billett

School of Vocational, Technology and Arts Education, Griffith University,
Queensland

This paper discusses factors that influence how learning in workplaces
proceeds. It focuses on the dual considerations of how workplaces afford
opportunities for learning and how individuals elect to engage in
activities and with the guidance provided by the workplace. Together,
these dual bases for coparticipation at work, and the relations between
them, are central to the kinds of learning that workplaces are able to
provide. Accordingly, the readiness of the workplace to afford
opportunities for individuals to engage in work activities and enjoy the
benefits of both direct and indirect support is a key determinant of the
quality of learning in workplaces.

Affording workplace learning

How workplaces afford opportunities for learning, and how individuals elect to
engage in activities and with the support and guidance provided by the workplace,
is central to understanding workplaces as learning environments. These dual bases
for participation at work - coparticipation - and the relations between them, are held
to be central to understanding the kinds of learning that workplaces provide. In
particular, the workplace’s readiness to afford opportunities for individuals to
engage in work activities and direct and indirect support is a key determinant of the
quality of learning. These affordances are salient to the outcomes of both structured
workplace learning arrangements, such as mentoring, as well as learning accessed
through everyday participation at work.

Discussions of enterprise readiness are supported through the findings of an
investigation of guided learning in five workplaces (Billett et al 1998). It was found
that guided learning strategies (modelling, coaching, questioning, analogies and
diagrams) augmented learning through everyday work activities. However, across
the enterprises in this study, there were differences in the use of guided learning
strategies and their perceived value. Factors such as variations in enterprise size,
activities and goals did not fully explain these differences. Instead, the salience of the
enterprises’ readiness to afford activities and guidance was identified.

Overall, it seems that those learners afforded the richest opportunities for
participation reported the strongest development. Readiness is more than the
preparedness for guided learning to proceed. It includes the norms and work
practices that constitute the invitational qualities for workers to participate in and
learn through work. The degree by which workplaces provide rich learning
outcomes through everyday activities and intentional interventions will be
determined, at least in part, by their readiness to afford opportunities and support
for learning.
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Participation in work and learning

There is no separation between participation in work and learning (Lave 1993). Work
activities, the workplace, other workers and observing and listening are consistently
reported as key sources for workers to learn their vocational activities through work
(Billett 1999a). The moment-by-moment learning or microgenetic development
(Rogoff 1990; 1995) occurring through work is shaped by the activities individuals
engage in, the direct guidance they access and the indirect contributions provided by
the physical and social environment of the workplace. Work activities act to
reinforce, refine or generate new forms of knowledge. This kind of ongoing learning
is analogous to what Piaget (1966) referred to as accommodation and assimilation.

Consequently, learning through work can be understood in terms of the affordances
that support or inhibit individuals’ engagement in work. These affordances are
constituted in work practices. Beyond judgements of individuals’ competence,
opportunities to participate are distributed on bases including race (FHull 1997),
gender (Tam 1997), worker or employment status, workplace hierarchies (Darrah
1996, 1997), workplace demarcations (Bernhardt 1999; Billett 1995; Danford 1998),
personal relations, workplace cliques and affiliations (Billett 1999b). Whose
participation is encouraged or inhibited is a central concern for understanding and
enacting workplace learning.

Of course, workplaces are contested environments. The availability of opportunities
to participate is the source of contestation between: ‘newcomers’ or “old-timers’
(Lave and Wenger 1991); full- or part-time workers (Bernhardt 1999); teams with
different roles and standing in the workplace (Darrah 1996; Hull 1997); individuals’
personal and vocational goals (Darrah 1997); or among institutionalised
arrangements such as those representing workers, supervisors or management
(Danford 1998). Contingent workers - part-time and contractual - may struggle to be
afforded opportunities to participate in the ways available to full-time employees.
For example, part-time women workers have difficulty in maintaining the currency
of their skills and in realising career aspirations (Tam 1997).

Opportunities for learning are distributed on the basis of perceptions of workers’
worth and status. Lower status workers may be denied the affordances enjoyed by
high status workers (Darrah 1996). Affiliations and demarcations within the
workplace also constitute bases to distribute opportunities. In one instance, plant
operators in an amalgamated union invited fellow plant-workers to access training
and practice while restricting opportunities to other workers in the same union
(Billett 1995). Personal affiliations in workplaces also determine participation and
how coworkers’ efforts are acknowledged. The concern is that participation in work
tasks and therefore opportunities for learning are distributed asymmetrically.
Individuals’ ability to access and observe coworkers, and workplace processes, assist
in developing competence in work activities. Therefore, how individuals can access
both familiar and new work tasks, and interact with coworkers (particularly more
experienced workers), will influence their learning.

However, while acknowledging the salience of contributions afforded by
workplaces, how individuals’ elect to engage with workplace activities and guidance
also determines the quality of their learning. Learning new knowledge (ie concepts
about work, procedures to undertake tasks or attitudes towards work) is effortful
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and refining the knowledge previously learnt is mediated by individuals’ existing
knowledge, including their values about where and to which activities they should
direct their energies. Therefore, engagement in work activities does not lead to
unquestioned participation or learning of what is afforded by the workplace.
Individuals are active agents in what and how they learn from these encounters
(Engestrom and Middleton 1996).

However, it would be mistaken to ignore the role of human agency. Wertsch (1998)
distinguishes between mastery and appropriation. The former is the superficial
acceptance of knowledge coupled with the ability to satisfy the requirements for
public performance. The unenthusiastic use of standard salutations by supermarket
checkout operators and airline cabin crews are illustrations of mastery.
Appropriation is the acceptance by the individual of what they are learning and their
desire to make it part of their own repertoire of understandings, procedures and
beliefs (Luria 1976). Whether appropriation and mastery resuit is the product of
individuals’ life histories and is negotiated through encounters such as those in the
workplace.

Figure 1 depicts the dual bases for coparticipation at work. The affordances that
workplaces can provide and the outcomes arising from that participation are

represented in the left-hand circle. On the right-hand side are the bases for
individuals’ engagement and outcomes.

Figure 1: Coparticipation at work

Workplace affordances Individuals’ participation in work

Individuals’
knowledge
(values, knowledge

ork practice

access and engagement)\ Affordance Engagement

Activities Activitiess 4—» Activities personal history, ways of
Artefacts Interactions Interactions knowing, engagement in
other social practices)
Tools, aims, goals Degree of Conceptions, procedures
Procedures relatedness and values

Values, norms

Coparticipation at work

The findings of an investigation of learning in the workplace are useful in
considering coparticipation at work (Billett et al 1998). This investigation examined
the efficacy of the contributions of both the ‘unintended’ (ie everyday activities,
observing and listening, other workers, the workplace) - referred to as the ‘learning
curriculum’ (Lave 1990) - and intended guided learning strategies (ie modelling,
coaching, analogies, diagrams, questioning) to learning the knowledge required for
work performance.
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The data gathering procedures included monthly interviews over a six-month
period, to elicit learners’ accounts of recently undertaken workplace tasks. Learners
were asked about whom or what had helped them complete these tasks or what they
needed more of in order to complete tasks. Throughout the investigation, the
researchers also made notes about each of the workplaces and how the provision of
workplace learning was manifested in each setting.

The findings overviewed here are drawn from three workplaces, providing
comparisons across and within workplaces about how they afforded participation in
work activities. Healthylife! is a large food manufacturer, with a history of in-house
training. Workers in many areas of the plant were quite familiar with work-based
programs. Albany Textiles is a large textile manufacturing company. It has a highly
demarcated workforce and hierarchical organisational structure, with little in the
way of in-house training having occurred in the manufacturing plant at the time of
the investigation. Powerup is a recently corporatised, public sector power
distribution company. At the time of the project it was settling into its new corporate
structure and role. The employees of this company were either based in the head
office or located across the regions to which the company distributed electricity.

While the findings do not directly inform about how other factors (eg gender,
language, division of labour and affiliations) shape participation, they contribute to
understanding the process of and consequences for participation at work and
learning through that participation.

Overall, it was found that where the affordances were rich, the reported learning
outcomes associated with working knowledge were generally higher than where this
support was not forthcoming, Yet, there were instances where individual actions
work against the norms of the workplace. At Healthylife, the product development
area was highly invitational for learning, and accepted and appreciated as such by
the learners. These affordances included the mentors’ intent to provide the most
effective level of guided learning, supported by an environment which was open to
constructive interactions. Here, concerns about preparation were focused on how to
best use the strategies to make workplace learning more effective. The mentors used
the strategies in combination and in ways that allow them to merge. This is seen as
the desirable outcome; intentional learning strategies being used and accepted as
part of everyday practice in the workplace.

In contrast, the highly invitational qualities of this workplace were seemingly
rejected by a reluctant participant; a new recruit in the occupational health and safety
area. His reluctance to engage with the workplace and his dismissal of the mentor
and the guided learning strategies were quite distinct. He most valued contributions
that excluded the mentor. In these ways, one work area illustrates how the
affordances of the workplace-supported learning (as reported by the mentors and
learners), whereas in another work area, an individual’s decision not to engage in the
work practice demonstrated that invitational qualities alone cannot guarantee rich
learning outcomes.

Whereas Healthylife provided an instance of an individual resisting engagement in
the guided learning and the work practice, Albany Textiles provides a case where the
opposite was true. Despite the low level of support and readiness for guided
learning and low levels of reported outcomes, one mentor, against the norms of
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practice, provided high levels of support that was both appreciated by and
instrumental for the two learners concerned, thereby making the workplace
supportive and invitational. These learners stated that the learning process had
opened up possibilities, thereby emphasising an important emancipatory role for
workplaces in providing opportunities for those for whom there is no option other
than to learn in the workplace. Finally, with Power Up, one individual struggled and
persisted when other coworkers withdrew from the workplace learning
arrangements that the work environment was not ready for or committed to.

These findings indicate the potential of individual agency to offset some of the
limitations of an environment whose affordance is weak, and to determine what
constitutes an invitation to participate. Also, the degree of workplace readiness
influences how activities and support are afforded as part of everyday work
activities. The data indicate that the openness and support for learning also influence
the learning occurring through everyday workplace activities. Realising the full

potential of learning at these work sites, particularly the mentoring process, 1s
unlikely to be fulfilled without careful scene-setting and thorough preparation.

In some ways, these findings are commonsensical; the kinds of opportunities
provided for learners will be important for the quality of learning that transpires.
Equally, how individuals engage in work practice will determine how and what they
learn. Nevertheless, these factors may be overlooked if the links between engaging in
thinking and acting at work and learning through those actions is not fully
understood. Also, establishing a workplace training system, without understanding
the bases of participation, is likely to lead to disappointment for both workers and
enterprises.

The identification of these relations and their consequences for learning have three
important conceptual implications. Firstly, a current area of deliberation within
constructivist theory is to understand the relations between individuals and social
practice. Here, it is shown that rather than being a mere element of social practice (eg
Hutchins 1991), individual agency operates both interdependently and
independently in social practices, as Engestrom and Middleton (1996) suggest.
However, this agency manifests itself in a different ways. While there is evidence of
interdependence, there are also examples of individuals acting independently in
ways inconsistent with the norms and practices of the work practice. This is not to
propose a shift back to individualistic psychological analyses. Instead, the socially-
derived personal histories (ontogenies) of individuals, with their values and ways of
knowing, mediate how they participate and learn in social practice, eg in workplaces.
Relations between ontogenies and social practice determine participation. The kinds
of coparticipation at work identified in the three enterprises begin to indicate the
diversity of how relations between the individual and social practice shape
individuals’ participation and learning.

Secondly, the findings emphasise that individuals’ participation at work is not
passive or unquestioning. Even when support is forthcoming - that is, the workplace
is highly invitational - individuals may elect not to participate in the goal-directed
activities effortfully, accept the support available or appropriate the knowledge that
is made accessible to them. Individuals need to find meaning in their activities and
worth in what is afforded for them to participate and appropriate.
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Coal miners, for instance, were skeptical of work safety training that they believed
was aimed to transfer the responsibility of safe working practices from the mine
management to the miners (Billett 1995). Equally, when workers believed the
enterprise focus was too strong in their college-based course, they withdrew their
commitment, claiming their needs and aspirations went beyond the company’s goals
and procedures represented in the course (Billett and Hayes 2000).

However, individual independence cannot be merely categorised as positive or
negative. Darrah (1997) has vividly depicted how inconsistencies between the values
of the workplaces and those of the workers lead to a rejection of work practices not
acceptable to workers. Indeed, as Hodges (1998) has shown, rather than identifying
with the values and practices of the workplace, participation can lead to a dis-
identification with those values and practices. At Healthylife, the new occupational
health and safety (OH&S) officer might have been more competent than his mentor
and had something special to contribute to the OH&S policies within the workplace.
This suggests different kinds of invitational qualities are required, such as those able
to engage reluctant participants and enable them to find meaning or participate in
ways that permit them to transform and/ or contest existing values and practices or
find meaning in participation.

Thirdly, in so far as they can offer access to important vocational knowledge, it is
important that workplaces are highly invitational. The findings suggest that where
support is available, workplaces can facilitate the learning of the hard-to-learn
knowledge required for vocational practice. It seems that for workplace learning to
proceed effectively, how workers are afforded opportunities to participate and are
supported in this endeavor will shape the prospect of rich learning outcomes.

Summary

In sum, the guided learning strategies trialed in the five workplaces demonstrated
that when they are used frequently, and in ways supportive of the work tasks
individuals are engaged in, such individuals can develop much of the knowledge
required for workplace performance. These strategies augment the contributions
provided by everyday participation at work. However, underpinning both of these
kinds of contributions is coparticipation; ie how the workplace affords opportunities
for individuals to engage in and be supported in learning in the workplace.

Accordingly, to improve workplace learning, there is a need for (i) appropriate
development and implementation of workplace environments that are invitational;
(ii) a tailoring of the workplace learning curriculum to particular enterprise needs,
including the readiness of both the learners and the guides; (iii) encouraging
participation by both those who are learning and those guiding the learning; and (iv)
the appropriate selection and preparation of the learning guides. These kinds of
measures seem to offer some foundations upon which workplaces can become
effective sites for the development of the kinds of knowledge that would benefit both
those workplaces and the individuals who work in them.

Notes

1. The names of the three enterprises referred to here are fictitious.
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Training Package implementation: innovative and
flexible approaches

Dave Meyers and Kaaren Blom

CURVE (Centre Undertaking Research in Vocational Education), Canberra Institute
of Technology, Australian Capital Territory

Note: This project is a work in progress and the following comments and observations should
be regarded as initial thoughts only. The findings will be more fully developed during the
process of writing the project report.

This paper reports on the preliminary findings from a National Research
and Evaluation Committee (NREC) funded study on the implementation
of Training Packages (TPs). The purpose of the study is to examine the
extent to which new and flexible approaches to learning, training delivery
and assessment have been used in the implementation of TPs.

The paper will discuss the models of implementation being adopted,
potential barriers, stakeholder acceptance of new strategies and successful
strategies and interventions.

Definitions

The flexibility in TPs is e;(pressed in:

o the range of qualifications and the flexibility within package rules for the
qualification;

e the flexibility and generic nature of Range of Variable and Evidence Guide
statements within units of competency; and

o the limited detail and generic nature of the guidelines for delivery and
assessment.

Flexibility in

...Training Package implementation requires teacher/trainers to identify
and document which qualifications they intend to offer, what learning
strategies, teaching programs and assessment approaches they will use,
what resources will be needed for delivery and assessment and
how/where these will be obtained. (Senate Committee 2000)

An innovation is an idea, practice or object that is perceived as new by
the individual or other unit of adoption. It matters little whether the idea
is “objectively” new as measured by the lapse of time since its first use or
discovery. If the idea seems new to the individual, it is an innovation.
(Rogers 1983)

The following are seen as important operational elements of innovation.



Customer focus - All innovation should be focused on creating value for the
customer. Understanding of their needs is one of the best stimulators of new
possibilities.

Creativity - Everything starts from an idea and the best way to get a great idea is to
generate a lot of possibilities.

Communication - Open communication of information, ideas and feelings is the
lifeblood of innovation.

Collaboration - Innovation is a group process. It feeds on interaction, information
and the power of teams.

(Innovative Network, www.thinksmart.com)

Background to the project

The project was initially intended to document examples of ‘best practice’ in TP
implementation; however, it became evident after initial research that many TPs
were still in the early stages of implementation and that insufficient time had elapsed
since the introduction of TPs for best practice models to have fully developed. It was
therefore decided that it would be more useful for the project to focus on
documentation of innovative and flexible approaches to delivery and assessment of
TPs.

Scope of the project

The researchers were aware at the time of drafting of the project proposal that the
Department of Training and Employment in Western Australia was already
conducting a study on behalf of the Australian National Training Authority (ANTA)
which was focused on traditional trade areas entitled ‘Alternate pathways to AQF
Certificate III Qualifications in Trade Occupations’. Therefore, they proposed a
complementary study to research ways in which TPs were being implemented in
non-traditional trade areas in other states.

The project proposed single case studies of innovative RTOs located in New South
Wales, the Australian Capital Territory, Victoria and South Australia, and two case
studies in Queensland.

Categories of RTO selected for the case studies include an enterprise-based RTO, a
community-based RTO, institutional public RTOs and a smaller scale public RTO.
The focus for these RTOs is variable. Some focus on assessment-only operations,
which is mostly assessment-only but has some training provision, while the public
RTOs engage in delivery and assessment activities. Also, some RTOs focus on
delivery and assessment of competencies within a single TP, while others deliver
training and assessment in over 30 different TPs.

Given the diverse nature of the RTOs included, it follows that there are quite
different constraints and considerations involved according to the individual charter
of the RTOs.

For instance, assessment-only RTOs which assess under a single TP need much less
infrastructure and have simpler administrative structures than those required by
institutional RTOs. As a consequence, their capacity for innovation and flexibility



may be enhanced but at the expense of having the capacity to provide
comprehensive training across a diverse range of TPs.

Candidate selection

Information regarding potential candidates for case studies was gained by
consultation with approximately 20 state and national ITABS, and informally
through technical and further education (TAFE) networks. This consultation process
with ITABs yielded approximately 20 potential case studies that were then ranked
according to the following selection criteria. A final group of six candidates was then
selected.

Selection criteria for case studies

Employ a flexible approach to learning, Endorsement by ITAB/STA
delivery and assessment

Employ non-traditional areas of Broad range of TPs
delivery/assessment

Include an example of an Institute-wide VET in Schools component
approach

Include an example of collaboration Regional /remote area servicing
Must be sufficiently established to allow Include a full on-job

adequate documentation delivery/assessment model

Profile of the six case studies

Sydney Opera House (SOH)(New South Wales)

This is an enterprise-based Registered Training Organisation (RTO) which provides
qualifications in the Entertainment Training Package (ETP) mainly, but also provides
other training, including Certificate IV in Assessment and Workplace Training. In
their role as mainly an assessment-only RTO, they have a collaborative approach to
working with members of the entertainment industry. They focus on servicing
training needs in areas where workers have high levels of technical skill, but low
levels of formal qualifications due to the absence of a formal qualifications
framework for this industry sector in the past. '

The initial focus has been on full on-job Recognition of Current Competency (RCC).
SOH use a holistic approach to the assessment of competency, whereby a range of
competencies are assessed in discussion format, rather than using a checklist
approach to assess individual competencies.

A flexible approach to qualifications is also used. The ETP allows learners to
specialise in areas such as lighting and sound. Although a worker may be employed
as a lighting technician, many smaller organisations do not engage in the full range
of activities or do not have the full range of equipment to enable workers to gain
competence in all the competencies listed in the Certificate IV in Entertainment
(Lighting). SOH overcomes this problem by allowing workers to complete the
competencies they can from the Lighting specialisation and then to select elements
from other ETP streams to make up enough points to complete a Certificate IV in
Entertainment (General).
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SOH has worked with the Civic Theatre Newcastle using the RCC process to give
workers qualifications in the ETP and has also provided integrated training and
assessment to qualify them as Workplace Assessors. These people are now using
their qualifications to facilitate a VET in Schools program in the Hunter region.

Colac Adult Training Support Service (Victoria)

This is a community-based RTO which delivers a range of training including the
Disability Worker Stream within the Community Services TP. It is a recent winner of
the Victorian Community Services and Health (State ITB) award for having an
established learning culture.

This is an assessment-only RTO mainly, with an emphasis on RCC for existing
workers. They also do some training delivery and assessment. They use an
innovative and flexible approach to assessment. Action learning is used in the
workplace to support the development of competence. Work tasks are programmed
to allow staff to gain experience which is later used as part of their evidence of
competency. For example, programming and chairing of staff meetings is rotated to
allow a range of staff to gain experience. Professional development activities are also
mapped to Training Package competencies to provide staff with experience which
can then be used in the RCC process. For instance, staff are encouraged to take on a
facilitation and delivery role for sessions at their regional conference. This experience
is later used as evidence of competence.

The Outlook (Queensland)

This is a public RTO which now delivers the Outdoor Recreation TP. The Outlook
engages in both training and assessment. They have a long history of non-accredited
training delivery in the outdoor recreation area prior to the advent of TPs. Once the
decision was taken to deliver training using the Outdoor Recreation TP, The Outlook
used an innovative approach to form a team of people with the appropriate
qualifications for delivery and assessment under the TP. The existing staff had
extensive experience working in the area and believed that they could demonstrate
that they were competent in most of the competencies listed in the TP, so an external
industry panel was then formed. This panel conducted assessments of staff members
against the competencies in the Training Package and guided the staff through the
process to eventual completion of the Certificate IV in Outdoor Recreation. Staff from
The Outlook have also completed Workplace Trainer and Assessor qualifications.

Once The Outlook had completed credentialing its own staff in the competencies in
the Outdoor Recreation TP, its members shifted their focus to external organisations.
This RTO now provides training and assessment in outdoor recreation for a broad
range of community service agencies. About 120 staff from community agencies have
completed training with The Outlook. About 70 of these trained staff have
subsequently been registered to bring service agency clients to the Outlook site and
to use the facilities as part of their early intervention services strategy. The intention
is to work with the clients at a personal development level using the experiential
learning model rather than on the completion of whole qualifications, although
clients may in the process complete some, or even all of the competencies in the
Outdoor Recreation Training Package, if appropriate to their needs.
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After some experience, it has become evident that to effectively service the needs of
their clients, the service agency workers need a broader range of competencies than
those available in the Outdoor Recreation Training package. The Outlook has
responded flexibly to this need by developing an innovative Certificate IV in
Program Development and Facilitation which comprises competencies from the
Community Services TP as well as from the Outdoor Recreation TP. It is proposed
that community service agency workers will select appropriate competencies, and
after participation in residentials and completion of workplace projects, will be
assessed for competence. It is expected that this qualification will better equip
community service agency workers with the mix of skills required to work
effectively with their particular client group.

Southern Queensland Institute of Technology (SQIT) — Toowoomba College
(Queensland)

This is a public RTO which delivers training and assessment in a broad range of TPs.
The delivery of the Horticulture TP has been selected to showcase flexible and
innovative delivery strategies that can be used to service the training needs of
learners in remote communities. SQIT provides training to about one third of the
area of Queensland, with learners being located quite remote from Toowoomba. For
instance, some learners are located 900 km west of Brisbane.

Opportunities for direct face-to-face training in this situation are obviously limited,
so a distance education model was adopted which involves traditional elements such
as mail outs of reading materials complemented with effective use of information
technology. Video conferencing and web-based video streaming are central features
of this strategy.

Formal contact between learners and staff from SQIT occurs at least six times each
year. Contact includes twice-yearly student attendance at workshops in Toowoomba
and on-site visits by SQIT staff to learners in remote areas, supplemented by phone,
fax and email contact. This ‘pastoral care’ strategy is considered essential to
improving ultimate completion rates for remote area learners.

The workshops in Toowoomba are flexibly structured according to the requirements
of the learners. There is no set structure or format; rather, each workshop is
structured to cover the competencies required by the learner group attending.

Regency Institute of TAFE — Regency Annexe (South Australia)

This is a public RTO which delivers training and assessment in a broad range of TPs.
The focus for this case study is on the delivery of the Children’s Services stream of
the Community Services TP and the use of Learning Centres as an innovative way to
deliver the training.

Regency Institute uses multiple pathways for learners to complete qualifications in a
flexible fashion and according to their particular needs. They have an established
history of servicing the training needs of clients in northern Adelaide as well as
remote area training, including Aboriginal and other communities, in the northern
part of the state using a traditional distance education model. They also train people
in workplaces and make extensive use of the RCC process for these experienced
workers.



They have in the past used traditional work placement for campus-based learners
who do not have a workplace. This involved students completing theoretical
components of their course on campus then doing a block placement in a child care
centre. Regency staff would visit these students for about one hour per week and
complete a holistic on-job assessment of each student’s performance.

It was decided, as part of the implementation strategy for TPs, that the placement
system was inadequate. It was considered that there was less of a theoretical
component underpinning competencies in the TP and that every competency had a
practical component which had to be addressed individually. Students therefore
needed to spend more time in the workplace, and more time was required for
assessment. Staff from the Regency Institute wanted to ensure that the approach they
adopted for the implementation of the Training Package had the approval of
industry. It was therefore decided to hold workshops with industry representatives

with the aim of jointly developing the implementation strategy. These workshops
resulted in the Learning Centre concept. The distinguishing feature of Learning
Centres is the placement of six students per centre with two students assigned to the
care of infants, two students assigned to care for toddlers and two students to care
for babies. The students work in the centres two days per week for a semester. A
Regency Institute facilitator attends the Learning Centre for six hours per week and
provides training and assessment for the students.

This system is seen as having several advantages over the old system, where
students and facilitators spent less time in child care centres and more time on
campus at Regency Institute. Employers have commented that it is better for parents
and children for the students to be on site more often, as they become familiar faces
in the centres. Also, the links and communication channels between TAFE facilitators
and centre staff are strengthened by the increased time that TAFE facilitators are
spending out in the centres.

Canberra Institute of Technology (CIT) (Australian Capital Territory)

This is a public RTO which delivers training and assessment in a broad range of TPs.
CIT has set up a comprehensive institute-wide implementation strategy.

This has included the following elements:

e A program of professional development for teachers using TPs, involving
information dissemination seminars and formal action learning groups which
worked to solve implementation issues within faculties and then
disseminated their findings across the whole institute.

e Involvement in public forums for industry and public/ private training
providers.

o Participation in a virtual forum which provided the opportunity for a broad
range of stakeholders including industry representatives, training providers,
ITAB members and STA representatives to discuss a range of issues online.



e Extensive curriculum development to ensure that TP competencies became
the central focus for all training activities, while allowing value-adding by
identification of a strong framework in which delivery of underpinning skills
and knowledge could occur.

e Major modification of existing student information management and record
keeping systems to accommodate direct recording of competencies from TPs
as well as recording modular outcomes.

e Fostering of collaborative arrangements with an emphasis on moving
training on-job where appropriate.

e Creation of a TPs hotlink on the CIT website, which linked to information
about TPs and provided a virtual workspace in which major aspects of the
professional development project were conducted.

Recurrent themes

e All the organisations documented in the case studies have used innovative
and flexible approaches to delivery and assessment of TPs.

e The needs of learners have been the central focus for the framing of processes.

e Providers who have had previous experience with competency-based
training and assessment have commented that this has assisted them with the

uptake of TPs.

e Most providers were using multiple pathways to qualifications and including
a mix of on-job and off-job training and assessment strategies.

e Extensive use has been made of RCC for existing workers and recognition of
prior learning (RPL) where learners have done previous relevant studies in
the subject area.

e A mix of traditional and flexible delivery strategies have been used.

e Collaboration and close liaison with industry has allowed providers to access
valuable enterprise resources for training.

e There are many non-traditional type trainers, as well as learners, involved
with TPs, some of whom were not participating in older-style training
models.

Emerging questions

The researchers have observed a broad range of approaches to assessment of
competence and gained the impression that it is possible that quite different
standards for assessment are possibly being applied by assessors, depending on the
sort of RTO they represent and the client group with which they are working.
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How consistent is the level of assessment expertise across RTOs and are assessments
conducted with equivalent rigour across all sectors and client groups in the VET
system?

The type of evidence required for demonstration of competence and the process for
evidence gathering also appears to be quite variable.

How consistent is the quality of the evidence gathered by RTOs and is it valid to
assess multiple competencies within the one assessment event without providing
discrete evidence of competence for each individual competency being assessed?

Some RTOs have initially focused on assessment for RCC of existing workers. They
have been able to do this with very little infrastructure for delivery of training and
without extensive other training resources. It is possible that the pent-up demand for
RCC will eventually dissipate, and assessment-only providers will need to shift their
emphasis to delivery of training.

How sustainable are RTOs who have been primarily engaged in RCC and who lack
resources for delivery of training?

Some of the providers interviewed raised the question of how to ensure consistency
in interpretation of standards across different providers and different geographical
regions, and suggested that there is a need for moderation processes to occur.

How and when should a moderation process be implemented to check for consistency in
assessment under TPs?

Initial observations

It appears to be critically important to have a ‘driver’ who takes ultimate
responsibility for the oversight of implementation of TPs either at the level of single
TP implementation or at an institution-wide level.

These ‘drivers’ need systemic and management support if the success of the
implementation is to be sustained.

Other initial observations:

¢ The use of a team approach increases the likelihood of successful
implementation.

¢ Many of the people interviewed were dynamic individuals who were
engaging in innovative and flexible training strategies prior to the
introduction of TPs, and while TPs have for some provided a useful vehicle to
further develop these strategies, they can be given only some of the credit for
the outcomes.

e Benefits are commonly observed to flow on to a broader range of people than

simply those receiving the initial training; other stakeholders are affected by
these concentric circles of benefit.
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e Positive outcomes cannot be sustained in the absence of ongoing funding.
Professional development, infrastructure upgrades and development of
training and assessment resources all require financial support.

Contacts

Canberra Institute of Technology
http://www.cit.act.edu.au

Southern Queensland Institute of Technology (SQIT)
http:/ /www.sgit.tafe.net/

Regency Institute of TAFE
http:/ / www.regency.tafe.sa.edu.au/front.html

The Outlook - see Recreational Training Queensland (ITAB)

http: // www.rtq.com.au/home.htm

Sydney Opera House
http:/ /www.soh.nsw.gov.au/

Colac Adult Training Support Service (part of ACE)
http://www.colacace.com.au/

Innovative Network
www.thinksmart.com
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How institutions respond to Training Packages

Andrew Boorman

Department of Education, Training and Employment, Adelaide

Project objectives

The objectives of this project are to examine the impact of the transition to Training
Packages on institutionally based training, specifically:

1. To identify the impact of Training Packages on institutionally based training
programs for clients who are not in relevant employment.

2. To identify the policy implications arising from any changes to training and
assessment arrangements for Registered Training Organisations (RTOs) and
the implications for industry in their participation in skill formation for new
industry entrants.

3. To research and promote strategies used by RTOs to enable clients who do
not have access to relevant employment to gain a Training Package
qualification.

Definition of institutionally based training

For the purpose of this study, institutional pathways are training and assessment
arrangements managed by an RTO, or an organisation under its auspices, that enable
a learner who is not in employment, or employment relevant to their learning, to
achieve in part or full, a nationally recognised vocational qualification. These
training and assessment arrangements may involve some form of work placement
that is managed directly or, indirectly, by the RTO.

This definition includes VET in Schools and distance or flexible delivery training
arrangements for students who are not in relevant employment. New Apprentices
and Trainees, and students who are in employment directly related to their area of
study, are not covered by this project.

Project stance

A national reference group, comprising representatives of public and private training
organisations, State Training Authorities, national ITABs, the Australian Education
Union and the Australian National Training Authority (ANTA), is guiding this
project.

At its first meeting, the group agreed to examine the impact of Training Packages on
institutionally based training pathways with a view to ensuring that this pathway
continues to be a valued and credible approach to achieving national vocational qualifications.

The national reference group adopted this ‘stance’ to emphasise the importance of
institutionally based training to clients in the VET system. In 1999, over 30% of



students enrolled in either Training Packages or accredited courses were either not in
the labour force or unemployed (National Centre for Vocational Education Research
(NCVER) unpublished enrolment data 1999). In addition, an estimated further 20%
of VET students are employed, but not in an occupation or industry relevant to the
qualification they are completing (Estimated from data in the NCVER 1999 Student
Outcomes Survey).

- Project methods

The project used two methods to gather information. These were:
1. Case studies

14 case studies of RTOs delivering qualifications to institutionally based students in
seven different Training Packages were documented. The Training Packages
selected were Administration, Beauty Therapy, Community Services, Horticulture,
Hospitality, Retail and Information Technology.

It is important to note that the project did not specifically seek ‘best practice’ delivery
of Training Packages. In most cases, selected RTOs were informally endorsed, either
through the State Training Authority, central office (in the case of TAFE), or the State
ITAB as being suitable for a case study. Accordingly, the case studies presenta
snapshot of how RTOs are grappling with the delivery of Training Packages for
institutionally based students.

2. Workshops

To broaden the information gathered for the project, a total of eight workshops were
conducted in city and regional areas. The workshops were held in Townsville,
Brisbane, Newcastle, Sydney, Canberra, Melbourne, Bendigo and Adelaide.
Invitations were sent to State Training Authorities, TAFE Institutes, ACPET members
and National and State ITABs. A total of 276 participants attended. Sixteen
attendees were from ITABs and fourteen from private RTOs. The remainder were
from TAFE institutes or departments.

In addition to the workshops, the project manager met with a number of State and
Territory Training Authority staff on an individual or small group basis.

Project products

This project will produce:

1. aset of guidance materials for RTOs on some of the issues for delivering
institutionally based training for Training Package qualifications. These
materials will draw from the experiences of RTOs in the 14 documented case
studies, each of which will also be included in full as an appendix to the
guidance materials.

2. areport to ANTA on the findings of the project and recommendations for
improving access to Training Package qualifications through institutionally
based training.



Project findings
Context for the findings

In considering the findings of this project, it needs to be borne in mind that each
industry and Training Package has its own particular issues that are influenced by:

o The extent of change from national curriculum-based qualifications to the
new qualifications in each Training Package.

o The period of time elapsed since endorsement and hence opportunity for
implementation.

e The extent and culture of vocational training in the industry concerned before
Training Package implementation.

e The adaptability of the qualificatidns in the Training Package to existing
educational processes and administrative systems.

Not all issues raised through the project concerned the Training Package product,
but rather the funding and administrative systems and the training culture of the
industry within which each RTO operates.

The range of responses and questions raised at the workshops indicate that the
implementation of Training Packages still has a long way to go in terms of
understanding and acceptance. Although attention is being given to professional
development and communication, more needs to be done.

The impact of Training Packages on institutionally based training

In the case studies from this project, the transition from accredited courses to
qualifications in Training Packages has impacted on training programs, facilities and
equipment and relationships with industry. The extent of change has ranged from
fine tuning to wholesale changes to the way training is structured and delivered.

In large part, the extent of change seems to be determined by the nature of the
Training Package and its relationship to the superseded curriculum. Thus, RTOs
delivering the Horticulture, Information Technology and Community Services
Training Packages needed to make significant changes to their training programs.
RTOs delivering the Administration, Beauty Therapy, Hospitality, and Retail
Training Packages did not need to make such radical changes.

RTOs have invested in facilities and equipment to provide industry realistic training
and assessment environments. For example, these include network engineering
laboratories, upgraded training restaurants, practice offices and a workroom
replicating an aged care facility. For many of the RTOs, the transition to Training
Packages has strengthened their relationships with local industry. RTOs are also
reporting good employment outcomes for graduates from their institutionally based
courses. However, Training Packages have raised issues for institutionally based
delivery and these are discussed below.
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Is employment necessary to achieve a Training Package qualification?

In 1999, ANTA staff examined the documentation for all Training Packages endorsed
at that time to determine how many competencies and qualifications were prescribed
as only being achieved through assessment in the workplace. Thirty-seven units of
competence were identified in this category. However, while this number is low in
relation to the total number of endorsed units, trainers participating at the
workshops for this project were clearly of the view that there are many more units
and qualifications for which it is problematic to develop competence without access
to a workplace.

The reasons for this include:
e Lack of resources to simulate workplace conditions.
o The range and complexity of the units of competence.

e Employment or experience in the industry being judged as essential for the
development of competence and the collection of evidence for assessment.

e Industry advice that a period of employment and assessment in the
workplace is a requirement of the qualification.

Table 1 below indicates the periods of employment or work placement required in
each of the 14 case studies. Four of the ten RTOs offering a diploma-level
qualification required students to find employment to complete their qualification.
All of these RTOs reported that once students enrol in the course, they are able to
find suitable employment to be undertaken concurrently with the course.
Employment was not required for students to complete any of the Certificate III
qualifications.

Table 1: Employment and work placement in 14 case studies of delivery of
qualifications in Training Packages by RTOs

Training Package  Qualification Employment Work placement
case study
Period Assessed Period Assessed
(weeks)  forqual’n  (weeks) for qual’n
Administration case Diploma no n/a 1 no - only
study 1 attendance
Administration case Diploma no n/a 1 day/wk yes
study 2 over 30
weeks
Beauty Therapy case Diploma no n/a yes no - only
study 1 attendance
Beauty Therapy case Diploma no n/a yes no
study 2
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Community Services Certificate III no n/a 2 weeks yes

case study 1* Certificate yes* yes n/a
IV/Dip
Community Services Certificate IV no n/a 4-5 yes
case study 2
Horticulture case study  Certificate III no n/a
1 Certificate yes* yes
IV/Dip
Horticulture case study Diploma no n/a
2
Hospitality case study  Diploma 20 yes no no
1 part time
Hospitality case study  Diploma 20 yes no no
2
Information Technol’y  Dip Software no n/a no n/a
case study 1 Dip Neworks no n/a yes
Retail case study 1 Certificate II and no n/a yes yes
111
School case study 1 Certificate II no n/a
School case study 2 Statement of no n/a
Attainment

* In these qualifications, the RTO requires students to be employed in the industry.

Assessing competence in institutionally based training programs

Interpreting the definition of competence

In all workshops and case studies, participants discussed the definition of
competence and its application in interpreting competency standards. Questions
that RTOs asked include:

e Can the competencies be developed in a simulated environment in the RTO
facilities? -

o What opportunities for practice are required to reach the performance
standard required in a workplace?

o Isa period of employment or work placement required, and if so, for which
competencies and for what duration?

Many participants queried whether competence is a standard of performance’... for
employment or, ’... in employment?’ The accepted definition of competence for
vocational training clearly indicates that competence is the ability to perform in a
workplace context.

To illustrate this issue, consider the extent of employment that is usually required for
trade-based apprenticeships and recognition. What level of skill maturity is
necessary for competence in other occupations? If the approach taken with trades



were to be applied to other occupations, it is difficult to conceive how qualifications
could be achieved without employment. Alternatively, if aspects of competence such
as skill maturity are recognised as principally the province of employment rather
than vocational training, there is scope for institutionally based training to deliver
competency outcomes.

Assessment methods used in institutionally based training

RTOs delivering institutionally based training are using a variety of assessment
methods. These methods include:

e Observation of performance in work placement and in workplace
simulations, such as in-house training facilities and community-based
projects and scenarios and role plays.

e Indirect evidence gathered through assignments, tests, and workplace
projects.

e Supplementary evidence gathered through supervisor reports from work
placement. '

* Insome RTOs, conducting assessments against individual units of
competencel; in the majority of RTOs, combining units of competence into
clusters to better reflect the realities of the workplace.

Management competencies

Workshop participants frequently highlighted management units of competence as
being difficult to deliver to institutionally based students. This applied to generic
management competencies, eg ‘Manage staff’; or specific management competencies,
eg ‘Manage a wetland’ (Horticulture Training Package). Units of competence may
also pose ethical difficulties for RTOs to realistically simulate, eg "Manage complex
behavioural situations’ (Community Services Training Package).

Students who are not employed in a management position are unlikely to gain the °
opportunity to practice these skills in a workplace. This was borne out in the case
studies. For most RTOs, students are using the workplace for observation of
management practices and gathering work-based information for assignments.
Some RTOs, however, have decided to only offer management-level qualifications to
students who are in employment.

Achieving workplace performance standards

Simulating workplaces :

RTOs are using various methods to simulate workplace conditions. These range
from scenarios and role plays (eg handling difficult clients, developing business
plans) through to practice firms (eg office practice firms) community projects and
fully operational services (eg beauty salons and restaurants).

Industry has a mixed view about the validity of simulations for assessing

competence. The retail industry believes that competence can only be developed and
assessed on the job. Similarly, in hospitality, one state ITAB did not consider
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training restaurants in TAFE Institutes to provide the conditions for assessment
under realistic workplace conditions.

Some RTOs stated that this is leading to decisions to move away from simulation in
preference to students developing these skills in work placement. This raises another
set of issues for students and RTOs.

Work placements

RTO:s in the case studies for this project are using work placements in a variety of
ways (refer also to Table 1), including;:

« only a short period of work placement to familiarise students with the culture
of the workplace.

e regular periods of work placement to enable students to link classroom
learning to the workplace.

 using the workplace as a resource for students to gather materials for
assignments.

e using the workplace and industry trainers to deliver training and conduct
workplace projects.

All RTOs in the case studies involved students in either employment or some period
of work placement. However, while work placements may provide the opportunity
for students to develop and apply competencies in the workplace, there can be
limitations. These include:

e availability of enterprises in the region (note competition for places with
schools).

e ability to redeploy teaching staff into selecting suitable enterprises and
monitoring quality.

e legislative and industrial restrictions on time spent by students in work
placement.

The quality of work placement can be variable. Students’ experiences range from
work observation and the completion of only menial tasks, to real learning
experiences and opportunities to develop competence. While competencies such as
lead work teams are best developed in real workplace situations, few students are
given the opportunity during a work placement to put these skills into practice.
Similarly, employers are unlikely to allow students to operate specialist machinery
that is unavailable to RTOs because of its cost or the potential cost of lost production.

Development of training programs/curriculum

Training Packages specify what learners must achieve to attain a qualification. A
training program specifies /iow learners will meet these outcomes.
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In some of the case studies, RTOs are delivering training based directly on either
individual units of competence, or clusters of competence. In others, training
programs are a combination of learning modules and competencies.

RTOs are developing training programs to tailor training to suit their client needs
and their preferred training and assessment arrangements by:

e incorporating prerequisite units or modules not specified in the Training
Package.

e specifying underpinning knowledge linked to competence.

e structuring and sequencing training that takes students through a logical
program of knowledge and skill development.

e linking the training program into the RTOs’ systems for recording and
reporting progress and achievement.

RTOs distinguished other training arrangements from institutionally based training
programs, recognising the latter as preparing students for:

¢ employment in an industry in contrast with on-job training, which is specific
to only one enterprise. To do this, institutionally based programs aim to
incorporate knowledge and skills that take account of the range of enterprises
and work practices in industry.

o further study as well as employment, by developing analytical, problem
solving and other generic skills through the learning methods.

A number of RTOs reported that funding directly linked to individual units of
competence is restricting the opportunity to incorporate adequate underpinning
skills and knowledge in training programs.

Delivering diploma qualifications through institutionally based

training arrangements

Although most of the RTOs in the case studies delivered diploma qualifications are
doing so through institutionally based training, many teachers at the workshops
raised concerns about this qualification level. There are a number of reasons for this
and they include:

e the inclusion of management competencies as core units at these qualification
levels, as these are more difficult to teach and assess without access to a
workplace environment

¢ the size and complexity of units of competence

e the lack of (or inadequate) prerequisites identified for entry into the
qualification
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» insufficient specification of underpinning knowledge

e the lack of a clear educational pathway to develop generic skills (eg problem
solving skills) which underpin the development of competence at this level

o the extent of work placement or employment which may be necessary to
develop competence at this level.

The diploma-level qualifications are of particular concern to RTOs, as these
qualifications:

e have traditionally provided the basis for articulation from VET into higher
education courses.

e are available to students who enrol directly from school on completion of
year 12 and hence have little experience of relevant employment, particularly
at management and supervisory levels.

e are marketed to national and international students as an entry point for
either management aspirants (eg tourism and hospitality), or para-
professional technicians (eg information technology).

¢ are in almost all cases unavailable through New Apprenticeship
arrangements.

For these reasons, an institutionally based training pathway to the diploma
qualification must be assured. It was suggested that if entry into the industry can be
achieved through a diploma, then the advanced diploma could be tailored more
towards existing employees with a strong focus on management competencies. This
proposal would not necessarily suit all industries or occupations; eg laboratory
technicians and electronic technicians need technical skills to advanced diploma
level.

Discussion

As stated earlier, Training Package documentation does not exclude institutionally
based training. Yet, there is ambiguity amongst RTOs and industry about whether,
and how, this training pathway can enable students to achieve competence at all
qualification levels.

There are a number of reasons for this:
o Competencies are expressed in terms of workplace functions and
performance. This leads to assumptions that the workplace is the most

appropriate environment for training and assessment.

e There is a lack of clarity about the extent of skill maturity required to attain
competence.
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If institutionally based training is to be more widely accepted, then measures will
need to be taken to ensure this pathway is explicitly accommodated and recognised
within Training Packages. RTOs will, however, continue to provide institutionally
based training, simply because of the demand for access to training and
qualifications. If appropriate action is not taken, there will no doubt be louder calls
for a dual qualification system (Camegie 2000, pp 207-211).

The shift from curriculum to Training Packages is designed to leave decisions about
training delivery to RTOs to best meet their client needs. However, the concerns
about national consistency within the VET system suggest that, at least until there is
a shared understanding of competence across the VET system, more guidance is
required (Summary of ANTA Ministerial Council decisions in Australian Training,
September 2000). The development of more detailed and restrictive assessment
specifications in Training Packages is not necessarily seen as the answer (TAFE
Directors Australia 2001). Perhaps what is missing from Training Packages, though,
is a discussion about training,.

As a nationally endorsed set of vocational qualifications for a sector of industry, each
Training Package presents a unique opportunity for collaboration between industry
and RTOs to give guidance on training to meet the competencies and qualifications.
Questions to be discussed and agreed include:

» How might the new qualifications affect existing training and assessment
arrangements?

» How can the possible training pathways be developed to meet the outcomes
for each qualification level?

e  Which industries and RTOs will each contribute to ensure new entrants and
existing employees can attain these qualifications?

Unfortunately, the adversarial environment that has accompanied the introduction
of Training Packages has often polarised, rather than unified, views between
industry and RTOs (eg see articles in the Campus Review, March 15-21, March 22-28,
April 5-11, April 12-18). The proposal by ANTA to develop a User Guide for each
Training Package may provide an opportunity to include more comprehensive
information about training for Training Package qualifications in the nationally
endorsed documents.

Conclusion

Institutionally based training is continuing under Training Packages. RTOs are using
a variety of training and assessment strategies to enable their students to develop
and gather evidence of competence. This has led many RTOs into closer
partnerships with industry to provide support through advice on standards and the
provision of work placements, for example.

Many trainers are positive about the direction of Training Packages, but many are
also concerned that the contribution they can make as educationalists has been
marginalised. Ownership of national vocational qualifications by industry is a
hallmark of Training Packages. Improvements in national consistency and in the



quality of graduates from qualifications in Training Packages are more likely to come
about, however, if RTOs are constructively engaged in the debate and development
of the system and not simply viewed as a supplier of a predetermined product.

This project will put a number of recommendations to ANTA to ensure that
institutionally based training is a recognised and valued pathway to Training
Package qualifications.
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Trends in educational expenditure

Gerald Burke

Centre for the Economics of Education and Training, Monash University, Victoria

Knowledge of the level and composition of expenditure on education and training
and of who finances that expenditure are essential inputs to the review of the
efficiency, effectiveness and equity in the provision of education and training.

This paper? provides an overview of data on expenditure on education and training
in Australia and its possible use in answering some basic questions such as:

o what is the level of government and private expenditure in total and relative
to GDP?

e what is the level of government expenditure relative to other government
outlays?

* whatis its growth over time?
¢ how much of the growth is a real change as distinct from a price change?

¢ how much of growth is attributable to demographic changes and to changes
in participation or in intensity of training?

¢ who pays - what are the main sources of public and private finance?

¢ how do Australia's expenditure and sources of finance compare with other
countries?

¢ what is the expenditure per student, or per hour of training, in different
sectors of the system?

In this papef, attention is given to expenditure on education institutions. Employer
expenditure on workplace training is not considered in this paper. For a recent
analysis of employer expenditure, see Long (2001).

The level of expenditure

Table 1 shows the education outlays in the 1990s. Estimated outlays on education
increased by about 35% in the financial years 1993-1999. In the same years, the GDP
grew slightly more so that the estimated share of GDP devoted to education fell from
about 5.8% to 5.6%. Government outlays still make up most of the expenditures,
though they declined relative to private expenditures in the period considered. The
fastest growing element of government outlays was transfers to private institutions;
notably private schools and private VET institutions for the delivery of education
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and training. Fixed capital formation was the slowest growing element. Student
benefits grew relatively slowly in this period.

Government ‘loans’ to students under HECS are treated as advances and not as
government outlays. The net increase in advances is shown in the bottom line of
Table 1.

Government outlays on education make up about 14% of all government outlays.
This has changed little in recent vears. General government outlays relative to GDP
have fallen slightly during the period of rapid economic growth since the early 1990s,
from about 37% in 1992-1993 to 34% in 1999-2000.

Table 1: Expenditures on education, 1991-1992 to 1999-2000. current prices $b
(Australia)

Year ending June 30

%
increase

1993-
1992 1993 1994 1995 1996 1997 1998 1999 2000( 1999

Government final consumption

expenditure 158 163 166 171 176 187 195 210 216| 29
Government gross fixed capital

tormation 1.0 1.2 1.0 11 1.1 1.3 1.1 1.3 14] 1
Total government final

expenditure 168 174 176 181 188 199 206 223 230} 28
Government transfers to private

sector n/a 24 2.6 2.8 3.0 33 3.8 41 n/a 68
Student benefits* 1.6 1.7 1.8 1.8 1.9 1.9 1.9 21 n/fa] 22

Total government education
Outlays** n/a 216 220 227 237 251 263 284 n/fal 32

Household final consumption
expenditure** 4.7 5.0 53 57 6.2 69 77 83 87| 65

Private gross fixed capital

formation 0.4 04 05 05 06 06 07 07 08] 63
Total private final expenditure 5.1 55 58 62 67 75 84 90 95| 65
Private expenditure less

government transfers n/a 3.0 3.2 33 37 41 4.6 49 n/a 63
Total government and private

expenditure less government

transfers to private sector nfa 246 252 261 274 293 309 333 n/a 35
Government outlays as % of total n/a 088 087 08 08 08 08 08 n/a

GDP 406 427 449 473 507 532 5365 595 632 40
Total as %GDP n/a 5.8 5.6 3.5 54 5.5 5.5 56 n/a

Net government advances (HECS)

Sb 06 06 04 05 05 06 n/a n/a
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*estimate

Source: ABS 5204.0, 5510.0 and 5518.0. 48.00.
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Change in resources and change in prices

The share of the GDP that is spent on education is affected by:
¢ change in the GDP;

e change in the inputs in education and training, especially the number of
teachers employed; and

¢ change in the prices of those inputs, especially teachers’ salaries, relative to
the overall price level.

Table 2 presents data on these factors. It provides estimates of ‘gross value added’ in
the education industry including public and private education institutions. Gross
value added differs from total expenditure on education in that it excludes non-
employee payments such as supplies and services purchased from other industries
and student benefits (see ABS 5216.0). In the case of public education, gross value
added comprises the payments related to employees and consumption of fixed
capital (depreciation).

Table 2 shows that in current prices, education gross value added increased at much
the same rate as GDP, a fairly similar picture to that given for all outlays on
education in Table 1. Table 2 also gives estimates in chain volunie measures. The chain
volume measures remove the effect of price changes over the period. These show
that the volume of education (gross value added) grew by 22% in the eight years to
1999-2000 and the volume of GDP grew by 40%. This measure of education as a
percentage of GDP fell from 4.9% to 4.2%. The reason for this is the difference in the
price deflators. The implicit deflator for education rose by 25% while the deflator for
GDP rose by only 11%.

Such an outcome is to be expected for ‘non-market” industries, such as education and
health, where production is measured in the National Accounts by the cost of the
inputs and not by the sale of the service. The national accounts do not show any
change in productivity in such areas (see ABS 5204.0, Table 19), whereas labour
productivity in the market sector is estimated to have grown by 3% per annum in the
period considered here (ABS 5204.0, Table 17). If wages and salaries in education
move roughly in line with the general level of wages and salaries in the community,
then it is to be expected that the implicit deflator for education will increase
considerably more than the deflator for the GDP.
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Table 2: Indicators of education and GDP: volume and price changes, 1991-1992 to

1999-2000 (Australia)

Year ending June

Education gross value added,
current prices, education $b

GDP at current prices $b
Education gross value added % GDP

Industry gross value added, chain
volume measure, education, $b

GDP chain volume measure $b
Education chain, % GDP chain

Implicit deflator education gross
value added

Implicit deflator GDP

1992

18.3
406.0
4.5

215
4420
4.9

0.85
0.92

1994

209
4494
4.6

241
477.0
5.0

0.87
0.94

1996

222
507.0
44

243
520.3
47

091
0.97

1998

25.1
564.7
44

25.9
565.1
46

0.97
1.00

2000

28.0
631.8
44

263
621.0
42

1.07
1.02

% change
1992-2000

53
56

122
40

11

Source: ABS 5204.0

Demographic change and participation

Were the increases in the quantity of education the result of demographic change,
increased participation rates or increased resources per student? The effect of
demographic change and change in participation are now considered. Table 3 shows
that the total population grew 10% in the period 1992-2000. However, growth was
slow in the age groups where enrolments in education are highest (ages 5-24). The
number aged 15-19 was only 2% higher at the end of the period and the numbers
aged 20-24 were 5% lower. Growth was much larger among older persons. The
population aged 30-64 grew by 15%. Overall, taking account of the higher rates of
participation among younger age groups, changes in population would have added

only about 4% to enrolments in the period.

Table 3: Population by selected age groups, 1992-2000 (Australia), ‘000

% increase

Age 1992 1994 199 1998 2000 1992-2000
5-9 1280 1282 1306 1324 1331 4
10-14 1252 1280 1308 1313 1327 6
15-19 1323 1277 1279 1314 1349 2
20-24 1430 1440 1397 1357 1361 5
25-29 1383 1362 1418 1470 1475 7
30-64 7539 7811 8102 8388 8691 15
Subtotal (5-64) 14206 14451 14811 15166 15534 9
Total population 17495 17855 18311 18730 19157 10
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Source: ABS 3201.0

Table 4 shows the effects of the increase in participation rates that occurred from
1992-1997. The overall effect of increased participation up to the rates in 1997 adds

% to overall enrolments. The increase in participation rates was greatest for persons
aged 20-24 where enrolments increased by 7% while population fell 5%. The effects
on the different education sectors are not uniform, as the increased enrolment among
persons 30 and over is mainly in the VET sector.

The expansion of enrolments is highest in the post-school areas, where expenditures
per student are higher than at school level on average. Preliminary estimates suggest
that this would account for about 2% in addition to expenditures in the period.

Table 4: Approximate full-time equivalent enrolments at actual participation rates,
1992-1997, 1997 rates to 2000 - schools, TAFE and higher education combined
(Australia), *000

% increase

1992 1994 1996 1998 2000 1992-2000
3-14 2445 2473 2518 2538 2559 5
15-19 892 862 874 901 925 4
20-24 : 229 238 245 244 244 7
25-29 70 69 79 82 82 17
30 and over 139 136 158 163 169 21
Total 3776 3778 3874 3928 3980 5

Source: Based on data from ABS 3201.0, DETYA (1999a). Part-time enrolments in higher
education and TAFE have been approximately converted to full time equivalent numbers.

Who bears the cost?

Table 1 shows a rising share of private expenditures, though only from 12% to 15% of
the total. Also note that the private share would be lower throughout the period if
the net addition to HECS advances were deducted from net private expenditures.

Part of the burden of private expenditure is covered by tax deductions. Self-
education expenses related to employment or donations for capital expenditures in
educational institutions can be claimed. Tax expenditures are analysed each year
(Treasury 2000) and further analvsis will be made of this aspect of educational
finance.

The states and territories provide the majority of outlays for education and training
from their general revenues - which include general financial assistance grants from
the Commonwealth. Commonwealth’s specific payments for education rose quite
sharply in the early 1990s, from 37 to 44%, but have since fallen to about 42%. The
states provide the bulk of public funds for schools and VET, while the Commonwealth
provides nearly all the public funds for higher education and for student assistance.

132



How do our aggregate expenditures compare with other countries?

Total general government outlays on all purposes including education, health and
social security as a percentage of the GDP are shown in the last column of Table 5.
Only Korea, US and Ireland have a lower rate of total government outlay than
Australia. In contrast, Austria, France, Denmark and Sweden have rates of outlay in
excess of 50% of GDP.

Table 5 also provides comparisons with a range of OECD countries for government
and private educational expenditures (excluding student assistance for living
expenses). Australia is shown to be the fourth lowest in public expenditure, but tenth
lowest out of 23 countries in combined public and private expenditures on
educational institutions. Australia has a higher rate of private expenditure on
education than most European countries. Only Japan, Germany, Greece, Korea and
US have higher rates of private expenditure. Germany is seen to have a high level of
private expenditure only because employer expenditure on apprenticeship is
included in their data. In several of the countries including Australia, expenditures
on education are shown to have increased in the period 1990-1997. This differs from
Table 1, where education outlays in Australia were seen to decline slightly as a
percentage of GDP. The main reason is the difference in the time periods under
consideration.

The issues of funding of education and training and the possible alternative forms of
public and private finance are discussed further in Burke (2001b).
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Table 5: Public and private educational expenditures and general government total
outlays as a percentage of nominal GDP

Education expenditures

General
government
total outlays

1997 1990 1999
Direct public Private Total publicand | Totalfor |Total public and
expenditure for pavments to private expenditure| tertary private
educational educational for educational | educational | expenditure for
institutions institutions institutions* institutions educational
institutions

Australia 4.3 1.1 5.6 1.7 49 323
Austria 6 0.4 6.5 1.5 m 50.7
Belgium (Fl.) 4.8 0.4 5.2 0.9 m 47.9
Canada 5.4 0.7 6.5 2 5.7 40.2
Czech Republic 4.5 0.7 5.2 0.8 m 46.0
Denmark 6.5 0.3 6.8 1.2 6.4 54.3
Finland 6.3 X 6.3 1.7 6.4 47.1
France 5.8 0.4 6.3 1.2 56 52.2
Germany 4.5 1.2 5.7 1.1 m 45.6
Greece 35 1.4 49 1.2 m 435
Hungary 4.5 0.6 5.2 1 53 46.9
Iceland 5.1 0.6 57 0.7 4.8 329
Ireland 4.5 0.4 5 1.4 5.2 31.0
ltaly 4.6 0.1 4.8 0.8 m 48.3
Japan 3.6 1.2 4.8 1.1 4.7 38.1
Korea 4.4 2.9 74 25 m 25.5
Luxembourg 4.2 m m m m na
Mexico 4.5 1 5.5 1.1 m na
Netherlands 43 0.1 47 1.2 m 43.2
New Zealand 6.1 m m m m 40.8
Norway 6.6 m m 14 m 46.1
Poland 5.8 m m m m 445
Portugal 5.8 0 5.8 1 m 44.7
Spain 4.7 0.9 5.7 1.2 4.9 38.6
Sweden 6.8 0.2 6.9 1.7 m 55.9
Switzerland 5.4 0.5 6 1.1 m na
Turkey m m m m 3.2 na
United
Kingdom 4.6 m m 1 m 39.3
United States 5.2 1.7 6.9 2.7 m 30.1
Country mean 5.1 0.8 5.8 1.3 5.2 na
Weighted
total** 4.8 1.2 6.1 1.7 5 37.8

Source: OECD (2000b, Table B1.1a, c) and OECD (2000a, Annex Table 28)

Legend: m = missing data; x = included in another category; n = negligible; *includes public subsidies to private
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sector for expenditure on educational institutions; **average weighted by population of each country.

Sectors

The aggregate expenditures hide changes across the sectors. To consider this, we first
note the distribution of public outlays, including student benefits, in the main
sectors. Table 6 shows that about 60% of government outlays on education goes to
schools, nearly 20% to universities and a little over 10% to TAFE.

Table 6: Government outlay on education by sector, 1997-1998, §b (Australia)

Consumption  Capital Student Other Total***
expenditure benefits
Schools 10.0 0.7 0.7 34 14.7
TAFE 22 0.3 02 0.1 27
Universities 3.3 0.8 0.9 0.1 5.1
Total*** 17.7 1.8 19 3.8 251

Source: ABS Catalogue 5510.0. ***Total includes other expenditures such as pre school and
transport.

School expenditure

Much of the growth in school enrolments, and therefore in the rate of expenditure,
has occurred in ‘Other non-government’ schools, which are largely privately funded.
The savings to governments are offset to some extent by the growth in government
funding of non-government schools in recent years. There has been an apparent
growth in government recurrent funding of government schools. This is shown in
Table 7. The nominal amount increased over 30% from 1993-1999. Since there was
virtually no change in student numbers in government schools, per student
expenditure also increased by about 30%. At (approximate) constant prices, the
increase appears to have been about 13%.

The increases for non-government schools are much larger. Student numbers have
increased by 12%. Enrolments in Catholic schools have increased little and nearly all
the increase in enrolments is in Other non-government schools which operate at
higher levels of expenditure than Catholic schools. It is not surprising then to find
overall a substantial increase in average expenditure per student in non-government
schools, though the estimated figure of 25% in constant prices seems large.

As a check, the ratio of students to teachers was considered. The average ratio of

students to teachers has fallen very slightly from 15.0 to 14.9 in government schools
and fallen more notably in non-government schools from 16.1 to 15.0. It may be
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noted that Other non-government schools devote more of their expenditures to non-
teacher expenditures than government or Catholic schools.

Table 7: Recurrent expenditure on government and non-government schools, current

prices
$ per $ per
Government student Non- student
(financial Students $ per 1998  |government Students $ per 1998
. year) Sm ‘000 student  prices Sm ‘000 student  prices
1990 8215 2193 3745 4873 3035 848 3578 4656
1993 9666 2228 4338 4856 3564 870 4095 4584
1994 9888 2215 4464 499 3800 884 4296 4809
1999 12703 2248 5652 5486 5768 979 5892 5719
%
1993-
1999 31 1 30 13 62 12 44 25

Source: Data from MCEETYA (2000), MCEETYA (annual), ABS, Catalogue no.6306.0.

Note: The data on government and non-government expenditures are not compiled on the
same standards; it is the trend over time rather than the actual levels that should be given
attention.

There is wide variation in the changes across states. There has been an increase in
expenditure per student in several states and reductions in expenditure in others (eg
in Victoria, which had above-average expenditures at the start of the decade).

VET revenue and expenditure

Changes in the nature of the VET sector and major changes in the data collections
mean that considerable courage is needed to make comparisons over time. Table 8
reports VET revenues over the 1990s. The total government share is shown to fall
from 87% to 82% of the total. The share of public funds coming from the
Commonwealth increased markedly with ‘growth’ funds provided in the 1990s up to
1997, but has declined since then. The other notable change is the growth in ‘fee for
service’ which includes overseas student fees, payments by industry, full-fee
payments by Australian students and payments by governments other than the
regular funding to public institutions. There has not been a marked change in
student fees for publicly funded programs. Most state and territory authorities cap
the level of tuition fees at about $1 per contact hour.




Table 8: VET operating revenues, 1989-1990 to 1999, current prices (Australia)

1989-1990 1993 1997 1999

$m % $m % $m % $m %
State Government 1,558 74 1,828 63 2,126 56 2,226 59
Commonwealth 283 13 619 21 947 25 828 23
Government
Fee for service 85 4 219 8 351 9 341 9
Student fees and charges 71 3 102 4 156 4 160 4
Ancillary trading & other 113 5 130 4 207 5 19 5
Total 2,109 100 | 2,898 100 | 3,787 100 | 3,751 100

Source: National Centre for Vocational Education Research (NCVER) (2000 and earlier
publications).

Note: Changes in the collection and the introduction of accrual accounting from 1997 affect
comparisons over time. )

ANTA (2000) reports public expenditure per ‘annual hour curriculum’ (AHC)
delivered in government-funded VET programs. Estimates are also made of cost per
hour of successful module completion. Changes in the financial and student
statistical systems mean that comparisons prior to 1997 are not feasible. Table 9
provides the most recent data at constant prices. Expenditure per hour has declined
10% in the years 1997 to 19992. Total hours have increased 12%.

There are remarkable differences among the states, which reflect differences in state
management, funding and staffing policies. These need to be explored in detail and
linked to measures of quality before conclusions can be drawn as to the relative
success of different state policies. A factor in this consideration is the estimate of the
relative difficulty of the various states and territories in providing VET. The Grants
Commission, for example, estimates that the Northern Territory requires twice the
Australian average to provide a similar level of service per hour of training.

Table 9: Government recurrent expenditure per publicly funded annual hour of VET
curriculum, 1997-1999 (1999 prices) and total adjusted publicly funded hours
(million)

NSW Vic Qld SA WA Tas NT ACT Australia
1999 Expend$ 145 9.3 13.4 11.8 13.0 15.8 196 151 12.6

Hours 86.3 72.4 40.2 205 24.0 4.7 3.1 46  255.6
1998 Expend$ 153 104 12.3 13.6 13.4 16.6 277 171 13.2
Hours 83.0 675 427 169 221 4.3 2.3 44 2434
1997 Expend$ 150 105 149 156 15.1 19.0 288 17.2 14.0
Hours 83.0 632 36.3 153 19.7 3.9 2.0 33 2278

Source: ANTA (2000, vol 3, p 158).
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Higher education

Universities receive their public funds from the Commonwealth, but are nearly all
state institutions. Their unusual status leads to their being classified in a Multi-
Jurisdictional Sector by the ABS. As a result, there are published data for the
operating revenues and expenses of universities in the Government Finance Statistics
(5512.0), whereas there are no separate operating statements for other education
sectors. Universities received $8725 million in 1998-1989, of which only 50% or about
$4400 million was direct grants from government. In addition, governments could be
the source of some of the ‘Other revenues’ and some of the “sales’. Revenue from
sales of goods and services includes full-fee payments and also implicit fees from
students funded under HECS. To provide an indication of the size of this factor,
students’ liability for HECS for 1998 was $1450 million. This was partially offset by
up-front payments of about $240 million and by about $620 million received in
voluntary payments and repayments through the tax system.

An increase in the share of the cost of higher education is borne by students, and real
expenditures per student have been reduced. The share of expenditure borne by
students was affected mainly by the decision in 1996 to increase substantially the
level of HECS charges for certain courses, to increase the rate of repayment and to
reduce the threshold income at which the repayments had to begin.

The changes in the base operating grant used to fund Australian students (cxcluding
full-fee students) in the universities is shown in Table 10. Base grants per planned
EFTSU and actual EFTSU are shown, and also HECS receipts per actual EFTSU.
HECS receipts per EFTSU have nearly doubled to $2100 from 1996-1999. From Table
17, it appears that funds per student received by universities have changed little.
However the method of expressing the expenditures in year 2000 prices "does not
reflect actual factor price movements but reflects the increase the Commonwealth
provides to institutions each year towards the increases in salary and non-salary
costs’ (DETYA 2000, p 199). The DETYA cost adjustment factor with base December
1995 was 1.067 for 1999. Actual cost changes are greater than this, though a precise
estimate is not available3.

Table 10: Commonwealth base operating grant to higher education institutions per
planned and actual EFTSU (Australia)

1990 1993 1996 1999
Base operating grant $m 3,773 4,203 4,751 4,784
Planned EFTSU ‘000 335 374 417 413
$ per planned EFTSU 11,258 11,227 11,384 11,585
Actual EFSTU ’000 341 386 439 457
$ per actual EFTSU 11,065 10,897 10,823 10,463
HECS up-front, voluntary payments
and repayments $m 133 243 500 981
$ HECS receipts per actual EFTSU 389 630 1,139 2,146

Source: AVCC Funding Tables (2000). EFTSU = equivalent full-time student unit.



Note: All amounts are expressed in 2000 price levels using DETYA’s cost adjustment factor
from 1996 and various price indexes for the earlier period. The base operating grant excludes
funding for the Commonwealth Industry Places Scheme, excludes capital roll-in and includes
adjustment to the operating grant (as a result of net over-enrolment) of $49.2m for 1999.

Summing up

This paper has used newly available ABS data and administrative data for the main
sectors to report on the size and trends in public and private education expenditures.
The effects of demographic change and changes in participation have been analysed
at an aggregate level. Demographic change has had only a minor effect on
expenditure in recent years, and changes in participation rates had an even smaller
effect (though the effects of changes in participation since 1997 are yet to be
incorporated in the analysis).

Expenditure measured at current prices increased a little less than the GDP in the
period from 1991-1992. Adjusting for price changes, the quantity of education
provided increased less than the GDP. However, there was a considerable increase in
the quantity provided: larger than 14% and perhaps over 20%. Compared with
measures of the changes in enrolments and even allowing for shifts to the more
expensive sectors, the growth in education exceeded the growth in ‘'weighted’
student numbers.

At least in the last few years, the growth in real expenditure per student has been
confined to the school sector. In publicly funded higher education, there has been a
decline in real expenditure per EFTSU. In VET there has been a decline in the
government recurrent expenditure per publicly funded annual hour of curriculum.

Brief comparisons have been made with other OECD countries. Australia’s total
expenditure comes in at a little below the middle of the list but its government
expenditure is near the lower end. Australia now ranks among the countries with the
highest private levels of education expenditure.

There is not a great deal of detail in the ABS education data. While there is more
detail available for the separate sectors they differ in coverage, and comparability is
therefore limited. Matters for further attention are:

e sectoral analysis of the measures of price change and the methods of
estimating chain volume measures;

¢ financial assistance for students by sector;
o the size of tax reduction provided for education expenses and donations; and

¢ the extent to which measures of expenditure can be related to other measures
of output.



Notes
1. This paper is based on Burke (2001a).

2. As indicated earlier, the relative cost changes in the education sector are likely to
be considerably higher for the GDP as a whole. Use of an education-specific price
deflator for the estimates may show a more substantial decline in resources per
annual hour.

3. University academic salary rates had risen about 12 percent from december 1995
to mid 1999.

Note: CEET is funded by the Commonwealth Government through the Australian
National Training Authority as a Key Vocational Education and Training Research
Centre. The views and opinions expressed in the paper are those of the author and

do not necessarily reflect the views of ANTA. ANTA does not give any warranty or
accept any liability in relation to the content of the work.
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Keeping death out of the curriculum:
workbased learning through scenario methodology in emergency
services

Merilyn Childs, Workbased Learning Unit
University of Western Sydney

In many previous papers, we have argued the legitimacy of work as the site of learning, and
‘work as curriculum' (Childs, 1997). There are times however, when ‘work’ involves life and
death situations where human error may have disastrous consequences for social systems,
people and property. In occupational settings where death and destruction form part of
everyday labour, educators committed to workbased learning need to develop learning
approaches that allow learners to develop new, critical and creative capabilities on-the-job
without causing harm.

This paper will explore the current use of simulation in the NSW Fire Brigades as part of an
executive development program. it then proposes that simulations can be extended and
deepened through scenario methodology through which learners can develop and refine new
capabilities close to the ‘real life’ of work without causing real death. Whilst this paper uses
fire services as a case study, the insights developed are applicable to educational contexts
where more direct forms of workbased learning may not be practicable or safe.

142



Choy, McNickle and Clayton: Online support for VET clients

Online support for VET clients: expectations and
experiences

Sarojni Choy
Australian National Training Authority, Queensland
Cathy McNickle and Berwyn Clayton

Canberra Institute of Technology, Canberra

The integration of information technology has dramatically enhanced
flexible delivery of vocational education and training (VET) by
expanding and modernising capabilities to include the online medium.
This has necessitated the expansion of learning services to meet the needs
of more diverse groups of learners.

Though research activities are continuing to inform how innovative use of
new technology could enhance the delivery of courses, little is known
about the nature of support for online learning that learners expect. The
nature and range of services for online learning remain diverse, as each
provider attempts to meet the needs of its learners within the constraints
of variables that include mainly infrastructure, skilled staff, and
specifically designed materials for this mode of delivery. Within
Australia, presently there are no minimum standards for online delivery
or services to learners.

In view of the deficiency in research informing about services for online
learners, a national study was conducted to explore the expectations and
experiences of online learners in the Vocational Education and Training
(VET) sector. This paper briefly reports the outcomes of the study.

Online learners enrolled with various Registered Training Organisations
(RTOs) from the VET sector were contacted for their voluntary
participation in a survey to explore their expectations of services for pre-
enrolment/enrolment, learning and teaching and technical support.
Altogether 201 complete, useable responses to the survey were received.
The mean response for each item in the survey was examined to rank the
services in order of most to least expected. Five most expected services
in each category (pre-enrolment/enrolment, learning and teaching, and

technical) are reported.

Background

The diversification of flexible delivery options, particularly since the introduction of
the online mode, has prompted the National Flexible Delivery Taskforce and the
Australian National Training Authority (ANTA) to initiate several new projects to
enhance the learning needs of those pursuing studies through the flexible delivery
modes. A review of the local literature on such projects indicates a greater focus on
technical support and professional development for staff, as RTOs grapple with the
transfer of learning from the traditional classroom mode to online. Much of the
support services are based largely on the assumptions that the needs of online
learners are similar to those of traditional distant education students using other
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modes. There is very limited evidence of research on the nature of services that
online learners expect from their providers.

Online learning requires ‘the use of cyber systems such as Intranet and Internet for
communication for the purpose of teaching and learning’ (Warner et al 1998). It
involves the correct use of technical as well as pedagogical skills and knowledge to
successfully undertake learning by utilising the capacities of information technology.
Indeed online education is seen to be evolving its own pedagogy (National
Education Association 2000), therefore requiring considerable research to identify,
develop and provide appropriate support.

Even with access to a wide network through the world wide web, learner support
from the providers is critical for online learning. Salmon (1998) asserts that it is the
responsibility of the provider to ensure the learner is sufficiently comfortable with
technology so that it becomes an enabling device rather than a barrier’. A recent
study by Cashion (2000) shows that despite the arguments for the benefits of the
online environment, many learners are not taking full advantage of this technology.
LeCornu (2000) supports that many learners have the basic skills in computing, but
require training for more effective use for formal learning. Evaluations by Laurillard
(1993), Bignum and Kenway (1998), Bennett et al (1999) and McKavanagh et al (1999)
have stressed that online learners have three key requirements:

e contact with peers and teachers;
e well-developed information literacy skills; and
¢ stimulating online activities.

Carroll and McNickle (2000) advocate that all of the support services in place for
traditional face-to-face students should also be made available to online students.
Added to these, specific services to support online pedagogy should be considered.
In any case, the presence of a tutor who is able to respond quickly to the learners is
vital. Mitchell and Bluer (1996) assert that the tutor is often more significant than the
learning technology. Harper et al (2000) allude to various challenges for facilitators
and learners to achieve success through the online mode. They highlight nine critical
issues to consider:

* maintaining motivation

e acceptance of the technology by teachers and students

e prior knowledge for participation in online learning

e attitudes towards technology

e content level

¢ degree of interactivity

o ability of facilitators and learners to use the technology
e accessibility to the systems supporting online learning

* communication skills.

The overall success in the transition between classroom and online education is a
challenge being addressed by all RTOs. Clayton et al (2000) maintain that the success
of online delivery in the VET sector will be significantly driven by the experiences
and expectations of the learners. Without appropriate and adequate learner support,
the promise of information technology to enhance flexible delivery will be difficult to
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realise. It is therefore essential to investigate the limitations experienced by learners
and adequately address specific needs for online learning. Hence this study was
supported by the National Centre for Vocational Education and Research (NCVER)
to explore the expectations and experiences of online VET learners in Australia.

Methodology

The purpose of the study with online learners was firstly to explore their level of
expectation for a range of services relating to pre-enrolment, online learning and
teaching, and technical assistance. A questionnaire was developed and respondents
were asked to rate their level of expectation against each item. The items originated
from a review of literature on student support services for pre-enrolment, online
learning and teaching, and technical assistance. The questionnaire was structured
into four sections. Section I was designed to collect background information about
the respondents. The remaining three sections focused on pre-enrolment, online
learning and teaching and technical support. There were 28 items to be rated for pre-
enrolment; 34 items for online learning and teaching; and 16 items for technical
support. Each item had a Likert-type scale ranging from 0 to 3 (0 = Not expected; 1=
Low; 2 = Moderate; 3 = High) to indicate the level of expectation.

At the end of Section IV, respondents were also provided space to write any
comments regarding their expectations of services that were not mentioned in
Sections II-IV. The questionnaire was reviewed by the members of the Project
Reference Group and piloted with 22 online students before the main survey was
conducted.

The second purpose of the study was to investigate online learners’ evaluation of
current online services. They were asked to indicate the essential services, those that
are most beneficial, examples of best practice and any limitations in current support
mechanisms. Data for the second purpose was collected through interviews in
which 11 online learners participated. Data from both sources - survey and
interviews - were collected using online technology, mainly emails.

Permission was sought from Directors of online VET RTOs to conduct the study with
their students. A liaison person in each participating RTO was contacted to assist
with the administration of the survey questionnaire and interview proforma to
online students enrolled in the second semester of year 2000. The survey was sent
individually to each student; mass emailing was avoided to maintain confidentiality.

The survey participants were requested to return their completed questionnaires
directly to the project officer within a week. The project officer’s contact details were
provided to each participant in case they needed clarification about the study.
Reminders were sent to those who had not responded within a two-week period.
The main reason for not responding was due to limited time resulting from heavy
work demands prior to the Christmas break.

Overall, it was found that the participants were very cooperative and open with their
comments. An added advantage in using the email for the survey was that
respondents could be accessed easily if they forgot to respond to any of the questions
in the survey. Furthermore, it was possible to clarify any comments they wrote at

145



Chov, McNickle and Clayton: Online support for VET clients

the end of the questionnaire. Thankyou notes were emailed to each individual who
responded. '

All quantitative data were analysed using the SPSS computer software. The
response to each question was coded. The analyses of the survey data were mostly
descriptive in nature.

The 201 completed survey responses were received from students who represented
23 public and private RTOs offering VET-type courses across Queensland, New
South Wales, Australian Capital Territory, South Australia and Victoria. Before
presenting the results, it is important to examine the profile of the online learner.

Online learners — a brief profile

There were 68% females and 32% males in the sample. A majority of the respondents
(40%) were aged over 40 years. Only 5% were aged below 20 years and 12% were
between the age of 21 and 25 years. Fifteen percent of the sample was aged 26-30
years, 14% was 31-35 years old and 15% was 36-40 years. The distribution of
respondents within each age group is shown in Figure 1.

Figure 1: Distribution of sample within each age group
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Of the total sample, only one student indicated that he was ‘Disabled’ and a majority
(73%) did not belong to any of the other stated target groups (Aboriginal and Torres
Strait Islander; culturally and linguistically diverse background; rural or regionally
isolated). Only 3 students (2%) were of Aboriginal or Torres Strait Islander origin,
5.9% were from a culturally and linguistically diverse background and 19% were
from rural or regionally isolated areas.
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Online learners who participated in this study were studying courses at certificate
and diploma levels. A majority of the learners in the sample (48%) undertaking
online courses were studying for a Certificate III qualification. About 26% were
pursuing a Certificate IV course, while 7% were completing courses for a Certificate
II or I1I, and 5% were undertaking studies for a diploma and 6% for an advanced
diploma. Subjects in information technology, business administration, accounting
and government administration were the most common areas of study.

Among those pursuing studies through the online mode, a majority were beginners
with this mode of study. About 66% said they were completing their first module at
the time of the survey. About 31% had already completed between 1-5 modules
through the online mode and 3% had completed over five modules using this
medium.

The respondents were asked where most of their online learning took place. The
sample’s responses showed that most (42%) of them completed all their online
learning from home. About 22% said all their online learning took place at work.
Seventeen percent (17%) of the sample completed learning mostly at home and the
rest at work, while 16% said they completed most of their online learning at work
and the rest at home. Only 2% of the sample said they completed their online
learning at the computer centre of their institute and 1% indicated their learning took
place at a friend’s house, because they did not own a computer.

A majority of online learners (64%) said they intend to complete the whole course via
the online mode. About 17% of the sample plan to complete some modules/subjects
online and the rest by other modes. Nineteen percent (19%) of the sample were not
decided about future online learning.

A large proportion of the sample (94%) was employed while studying online.
Among them, 7% were in part-time employment while 87% held full-time jobs.
Online courses appear to be popular with full-time employees, most of whom seem
to dedicate time outside their working hours to complete their studies.

The sample was asked to state their reasons for undertaking online courses. The
three main reasons were: flexibility, change and lack of choice.

Of the total sample, 68.2% undertook online learning because of flexibility in terms of
pace, time and place. Some examples of statements they wrote were:

Freedom — I can work at my own pace.
No time constrains, can work whenever [ have time.
Due to geographical constraint. I live in the rural area.

About 12.2% said they enrolled in online courses to experience a change from
traditional delivery systems.

Just wanted a change.
I have an interest in the internet systems.

Al
I enrolled in a piiot course and wanted to test out the online system.
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About 19.6% of the sample said they did not have a choice in the course they were
studving online because it was offered only through this mode. Among them, a few
said their employer who sponsored their study requested they completed the course
online to participate in a pilot study.

Overall, the results show that the flexibility in time, place and pace are the key
reasons why learners enrol in online courses.

In summary, the results of this study illustrate a profile of online VET learners that
represents a set of common characteristics. Online VET learners appear to be
represented mostly by:

e females;

» those aged over 30 years;

¢ individuals who do not belong to any specific target group (disabled,
Aboriginal or Torres Strait Islander, culturally and linguistically diverse
background, rural or regionally isolated);

¢ those mostly pursuing a Certificate III qualification in information
technology;

* beginners using the online mode of delivery;

¢ learners who hold full-time employment and complete most of their learning
in their own time, at home; and

e those who intend to complete the entire course via the online mode due to
flexibility in time, place and pace.

Results

Level of expectation for pre-enrolment/enrolment services

The mean scores for the 28 pre-enrolment/enrolment support services listed in the
questionnaire were examined to rank the level of expectation (0 = not expected, 1 =
low, 2 = average, 3 = high). Table 1 ranks (from highest to lowest) the sample’s
expectations for each type of service for pre-enrolment and enrolment.

Table 1: Expectations for pre-enrolment/enrolment services

Expectation — highest to lowest Mean
Detailed information about what is required to complete the 2.80
module/ course

Detailed information about the courses 2.78
Security of personal details on the institute’s database 2.69
Instructions on whom to approach for help 2.59
Information on how to enrol 2.57
Instructions on how to seek help 2.55
The software and hardware requirements needed to do the 2.46
course/module

Recommended library resources to support learning 2.37
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A guide on minimum time required for online learning each 2.28
week

Comprehensive information about the institution providing the | 2.27
online course

Enrolment via the internet 2.25
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Ability to make changes to personal details through access by 2.21
password

Electronic securitv measures and how to utilise them 2.12
Timetables for any workshop/orientation on using online 2.06
technologies

Guide to effective learning strategies for independent learning 2.05
Option to complete the RPL via the internet 2.05
An assessment of my readiness for online learning 2.04
Advice about the level of self-motivation required for online 2.03
learning

Assistance with the development of a personal learning plan 1.99
The total cost for completing each module/course 1.95
Suggestions on managing mv learning 1.95
Access to student administration 1.93
Guide to institute provider’s policies on using the internet for 1.89
learning

Access to institute student services 1.86
Information about copyright obligations 11.69
Pre-enrolment counselling on my suitability for online learning | 1.49
Payment of fees via the internet 1.31
A special deal with an internet service provider that isset up by | 1.25
the institution

The five most expected services for pre-enrolment/enrolment were:

e Detailed information about what is required to complete the module/course
(m = 2.80)

¢ Detailed information about the courses (m = 2.78)

e Security of personal details on the institute’s database (m = 2.69)

¢ Instructions on whom to approach for help (m = 2.59)

¢ Information on how to enrol (m = 2.57).

The lowest expectations for pre-enrolment/enrolment services were for:

e A special deal with an internet service provider that is set up by the
institution (m = 1.25)

e Payment of fees via the internet (m = 1.31)

¢ Pre-enrolment counselling on my suitability for online learning (m = 1.49)

¢ Information about copyright obligations (m = 1.69)

e Access to institute student services (m = 1.86)

There was no significant difference in responses by age. There was a significant
difference (t = -2.21, p = 0.030) in expectations by male and female learners for four
services. Females had a higher expectation for detailed information about what is
required to complete the module/course (m = 2.86) than males (m = 2.67). Females also
had a higher expectation for enrolment via the internet (t = -2.07, p = 0.040) (m = 2.35)
than males (m = 2.03). With regards to security of personal details on the institute’s
database, females expected this service more than males did (t =-2.16, p = 0.030) (m
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for females = 2.77; m for males = 2.52). Males indicated lesser expectation for the
option to complete RPL via the internet, than females (t = -2.00, p = 0.045) (m for males =
1.83; m for females = 2.15).

There was a significant difference between expectations of employed and
unemployed online learners. The differences were in four types of services:

e the total cost for completing each module/course (t = -8.42, p = 0.00)

e the software and hardware requirements needed to do the course/module (t
=-6.26, p = 0.000)

e security of personal details on the institute’s database (t = -4.46, p = 0.000)

* access to institute’s student services (t = -2.44, p = 0.037).

The unemployed online learners had higher means for these services (m = 3.00, 3.00,
3.00 and 2.43 respectively). Compared to those in full-time employment, learners
who were in part-time employment had higher expectations for the software and
hardware required to complete the course/module (m = 3.00); detailed information about what
is required to complete the module/course (m = 3.00); and an assessment of readiness for
online learning (m = 2.50). The difference in the expectations of the two groups was
significant (t = 5.88, p. 0.000; t = 2.95, p = 0.004; t = 2.82, p = 0.011 respectively).

Level of expectation for learning and teaching -

The sample’s expectations for each type of service for online learning and teaching
are ranked in Table 2.

Table 2: Expectations for learning and teaching

Expectation — highest to lowest Mean
Clear statements of what I was expected to learn 2.69
Helpful feedback from teachers 2.67
Requirements for assessment 2.65
Communication with teachers using a variety of methods, eg 2.65
email, online chat, face-to-face discussion

Timely feedback from teachers ' 2.60
Course outline and learning outcomes 2.54
Information on due dates for the different tasks 2.51
Information on the return time for assignments 249
Strategies for approaching assessment tasks ~ 1249
The way feedback is to be provided to me 241
Learning materials presented in small manageable amounts 237
How I could demonstrate my learning 2.36
Guide to composing assignments 227
Opportunities to practice skills that are being acquired 2.25
Regular encouragement by teachers 222
Guide on how to make my learning effective : 221
Back-up support using telephone or faxes 2.16

ERIC 152




Choy, McNickle and Clavton: Online support for VET clients

Strategies for independent learning 2.07
Tips on how I would succeed in online learning 2.01
Bulletin board set up for each course 1.99
System to address student concerns 1.98
Access to frequently asked questions and responses about online | 1.95
learning

Web-board for discussion 1.85

Communication with other students using a variety of ways, eg | 1.84
email, online chat

Procedures for withdrawing from the course 1.82
Procedures for transferring from the course 1.70
Online chat room 1.66
Grievance and appeals procedures explained 1.67
Provision of suggestion box 1.64
Links to job vacancies 1.30
Working in groups 1.28
Strategies for job interviews 1.23
Access to the institute’s student association 1.21
A guide to writing resumes 1.21

The five most expected services in the area of learning and teaching were:

o Clear statements of what I am expected to learn (m = 2.69)

e Helpful feedback from teachers (m = 2.67)

¢ Information on requirements for assessment (m = 2.65)

e Communication with teachers using a variety of ways, eg email, online chat,
face-to-face discussion (m = 2.65)

¢ Timely feedback from teachers (m = 2.60)

The lowest expectations for learning and teaching services were for:

¢ A guide to writing resumes (m = 1.21)

e Access to the institute’s student association (m = 1.21)
¢ Strategies for job interviews (m = 1.23)

e Working in groups (m = 1.28)

¢ Links to job vacancies (m = 1.30).

As a majority of online learners in the survey were already in full-time or part-time
employment, a low level of expectation for these services was not surprising.

There was no significant difference in the responses by age group. However,
significant differences were noted in the responses of males and females for the
following services:

o Communication with teachers using a variety of methods, eg email, online chat, face-
to-face discussion (t = -2.32, p = 0.023). The mean response for males was 2.47
and for females it was 2.73.

e Helpful feedback from teachers (t = -2.51, p = 0.014). The means of males and
females were 2.49 and 2.75 respectively.
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e Presentation of learning materials in small manageable amounts (t =-2.59, p =
0.011). Males had a mean of 2.13 and females 2.48.

o Strategies for job interviews (t = -2.54, p = 0.012). Females had a higher mean of
1.35 than males, who had a mean of 0.92.

o  Strategies for approaching assessment tasks (t = -2.21, p = 0.029). The mean for
males was 2.31 and for females it was 2.56.

e Guide for composing assignments (t = -2.33, p = 0.022). The mean for males was
2.05 and for females it was 2.37.

o The way feedback is to be provided (t = -2.60, p = 0.011). Females had a higher
mean of 2.53 than males, who had a mean of 2.16.

Level of expectation for technical support

Table 3 contains the ranking (from highest to lowest) of the expectations for technical
support.

Table 3: Expectation for technical support

Expectation — highest to lowest Mean
Quick response to technical problems 2.34
Easy access to technical assistance 2.24
Provision of technical (IT) assistance throughout the course 2.17
Strategies for checking the accuracy/quality of information on the internet 2.09
Access to frequently asked questions and responses about technical issues 2.05
Tips on how to conduct online research 2.02
Provision of glossaries to inform me about technical online terms 1.96
Tips on how to access databases 1.90
Tips on how to use electronic reference material 1.87
Tips on how to download information 1.87
Code of Conduct for online users 1.78
Guide on how to use search engines 1.72
A guide on participating in a discussion group 1.67
Net etiquette 1.64
Tips on how to attach and send files by email 1.53
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Guide to using email 1.49

The five most expected technical services were:

* Quick response to technical problems (m = 2.34)

¢ Easy access to technical assistance (m = 2.24)

e Provision of technical (IT) assistance throughout the course (m = 2.17)

e Strategies for checking the accuracy/quality of information on the internet (m
=2.09)

® Access to frequently asked questions and responses about technical issues (m
= 2.05).

The lowest expectations for technical services were for:

¢ Guide to using email (m = 1.49)

o Tips on how to attach and send files by email (m = 1.53)
¢ Net etiquette (m =1.64)

* Guide on participating in a discussion group (m = 1.67)
* Guide on how to use search engines (m = 1.72).

There was no significant difference in the mean responses for technical support
services by age, gender or employment status.

Evaluation of current online services

Online learners who participated in the online interviews cited three essential
services for completion of their courses: regular contact with teachers/ tutors, quick
response from teachers/ tutors and regular support for learning. They believed that
regular communication with teachers/ tutors as well as peers through emails or
telephone was important to motivate and encourage them to continue with their
learning. As the technologies that support online delivery are recognised for speedy
communication, learners expect quick responses. Learners expect their

teachers/ tutors to provide them with direction, links to resources, clear navigation,
and to establish networks to support their learning. They also suggested that
teachers/ tutors should initiate and schedule regular discussions through chat rooms.

Regular contact with teachers/ tutors and hyperlinks to resources and other sites
were identified as the most beneficial services for online learners. Among the
services perceived as best practice examples, the interviewees listed: bulletin boards;
enrolment information with links to application forms; course information including
costs for each; and the option to complete the assessment online.

According to the interviewees there were two main limitations in the current online
services that related to facilitation and technical systems. Many believed that
teachers did not provide clear guidelines or explanations of their expectations from
learners. The interviewees shared a common view that many teachers/tutors are not
adequately trained for online delivery. Some learners identified limitations in
technical knowledge (of teachers) in the use of online technology. A few
interviewees stated disappointment with changes in teachers/ tutors during the
semester. Learners experienced difficulties because some materials were not
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specifically designed for online delivery. They compared online learning materials
that were offered by RTOs (mostly international) other than those they were enrolled
with.

Limitations with the current technical systems related mostly to navigation problems
that limited access to a set number of webpages at a specific time. This presented
them with difficulties when they wanted to cross-reference a particular page or
document while preparing notes or completing assessment tasks. According to a few
online learners, they expected a lot more interactivity with the learning materials
than was currently available. Access to technical support (eg log-in) after hours was
of concern to a few online learners.

Summary

The results of this study suggest that there is a higher proportion of females than
males undertaking VET online courses. A majority of online learners (68%) are aged
over 40 years and are in full-time employment. A majority do not belong to any
particular target group (eg disabled; Aboriginal or Torres Strait Islander; culturally
and linguistically diverse background; rural or regionally isolated). A range of
courses at the Australian Qualification Framework (AQF) levels is currently being
offered online. These include courses for the Certificate I, I, Il and IV and courses at
the diploma and advanced diploma levels. Courses at the Certificate III level were
most diverse and popular.

The survey responses indicate that most of the learning tasks are completed in the
learners’ own time at home. They explained that the flexibility in pace, time and
place of learning were the key reasons for choosing the online mode. Most of the
learners surveyed for this study planned to complete their entire course via the
online mode.

The survey results show that online learners have high expectations of certain
services during pre-enrolment/enrolment and learning and teaching. Five services
that are most expected are:

e Detailed information about what is required to complete the module/course
¢ Detailed information about the courses

e Security of personal details on the institute’s database

e Clear statements of what learners are expected to learn

e Helpful feedback from teachers.

The first three of these services are expected during pre-enrolment and enrolment
and the remaining two relate to learning and teaching.

Although much of the learning that takes place through the online delivery systems
requires self-directed learning approaches, the findings of this study indicate that
online learners still prefer frequent communication and interaction with

teachers/ tutors. There appears to be much demand for pedagogical support such as
that available in the traditional classroom settings. Comments from participants in
this study suggest that many online learners have broad knowledge and
understanding about interactive online materials. They have explored other
materials on the world wide web and have experienced the capacities for
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interactiveness and virtual reality through technology. Online learners have high
expectations of online materials. They also expect their teachers/ tutors to have
expertise in and knowledge of online systems so as to provide better services to
learners.

The key issues for RTOs to consider include:

* specific professional development for teachers/ tutors who are involved in
online delivery;

» allocation of dedicated staff to support online learners so that they are able to
provide rapid response to enquiries;

» establishment of guidelines and directions for online learners and
teachers/tutors; and

» establishment of the roles and responsibilities of learners as well as
teachers/ tutors.

The key issue of the national governing body such as ANTA is to set minimum
standards for online delivery to ensure any specific groups of online VET learners are
not disadvantaged.
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The introduction of Training Packages has focused attention in the vocational
education and training (VET) sector on the quality of assessment. For the process of
mutual recognition under the Australian Recognition Framework (ARF) to work
effectively, there needs to be confidence in assessment decisions made by Registered
Training Organisations (RTOs). The issues of quality and consistency in assessment
have become central to the development of the VET system in Australia. However
there are a range of views and strategies regarding how this consistency, confidence
and quality can be achieved.

The issue of consistency in vocational education and training

In 1999, the Australian National Training Authority (ANTA) CEOs identified ten
areas of inconsistency in the implementation of the national VET system by states
and territories. These included differences with the ‘declaration of vocations’ and
industrial relations arrangements for ‘New Apprentices’, differences in the
monitoring and auditing of RTOs, different pricing models for user choice and
differences with the legal underpinnings of both mutual recognition of RTOs and
internal quality assurance arrangements for RTOs. ANTA is aiming to strengthen
national legislation to reduce this inconsistency.

Kaye Schofield’s reviews of the traineeship systems in Queensland, Tasmania and
Victoria (where apprenticeships were also included in the study) identified a raft of
issues leading to poor quality provision at the system and provider level and
recommended strategies for the registration of providers, the strengthening of the
audit function, quality assurance of teaching and learning and specific improvements
to the individual states’ traineeship systems. In each case, Schofield identified
assessment as one of the areas requiring attention in assuring quality.

Consistency in competency-based assessment

The introduction of Training Packages and increased attention to assessment have
focused this concern with consistency. Prior to the introduction of competency-based
training, education providers relied much more on centralised regulated systems of
examinations to ensure consistency of assessment events. Assessment decisions were
often made by centralised panels of ‘markers’.

Assessment against competency standards within Training Packages involves
collecting evidence and making judgements on whether or not the competency has
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been achieved. Various factors including the experience and skills of assessors and
the clarity of competency standards themselves can influence the quality of
judgements made. The potential variability in factors affecting assessment and the
need to maintain flexibility and focus on the learners means there will always be
potential for variation in assessment decisions.

In 1999, DETIR Queensland investigated the success of current assessment practices
in supporting the new training environment (Smith 1999). The study considered the
major issues, practices and changes impacting on the quality of the assessment of
training and recommended ways in which assessment practices and approaches may
be improved.

Smith found that there is ‘significant scope to improve the quality of assessment in
terms of validity, consistency, usefulness and cost-effectiveness and that there are a
significant number of trainers/assessors whose practices are not supportive of a
quality assessment system’. He found an excessive amount of assessment being
conducted with the concept that quantity equals quality, too much emphasis on
summative assessment, and a lack of quality educational support for
trainers/assessors.

Interestingly, Schofield’s report of the Tasmanian system (1999) referred to Smith’s
study. She suggested that concerns about inconsistency may be less the result of
inconsistent practice and more the resuit of a competency-based training system that
allows only for a yes/no assessment rather than graded assessment. Many trainees
may be assessed as competent yet they will each display varying degrees of
capability leading to perceptions of inconsistency in assessment. She concluded that
the 'issue of inconsistency in assessment may therefore be illusory’, but recognised
that other concerns about the extent to which valid, reliable and ethical assessment
practices are being universally applied are substantial and require attention.

In early 2000 the National Training Framework Committee (NTFC) commissioned an
evaluation project titled Consistency in Competency-based Assessment. The aims of
this evaluation were to explore the concept of consistency in relation to a
competency-based training system; identify and analyse factors that may impact
positively or negatively on the consistency of assessment processes and outcomes,
particularly in regard to Training Packages; and identify strategies for maximising
consistency. The recommendations of this evaluation were concerned with the need
to strengthen competency standards and include more specific advice in assessment
guidelines as part of Training Packages. They also encompassed the strengthening of
the audits of RTOs, assessor training and ongoing professional development and the
introduction of an assessment review process for RTOs. This review process involves
validation of assessment decisions by assessors to review the RTOs’ assessment
materials, processes and outcomes. Following this research ANTA is aiming to
strengthen the aspects of assessment practice on which RTOs will be audited.

The term consistency in assessment is being used here to cover the assessment
principles of validity, reliability and fairness. For assessment processes to produce
consistent outcomes, they must assess what they are supposed to assess and produce
similar outcomes when used by the same assessor or different assessors with
candidates of equal competence at different times and/ or places. Assessors must
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have a shared understanding of the standard and the basis on which assessment
decisions are made and what constitutes sufficient evidence.

The role of quality assurance in assessment

Quality assurance is defined for the Training Package for Assessment and Workplace
Training BSZ98 (ANTA 1998) as:

A planned and systematic process of ensuring that the requirements of the
assessment systems, competency standards and any other criteria are
applied in a consistent manner. Quality assurance mechanisms or
procedures are an integral part of an assessment system.

Toop et al (1994) established a framework for an assessment system that included
elements of a comprehensive quality assurance strategy. These included screening
and training of assessors; verification of assessment decisions; appeals mechanisms
and processes; and review of the assessment system.

Bloch et al (1995), in supporting Wolf’s contention that much assessment is made on
the basis of assessor experience in their technical domain, suggested that there is a
need to set up a system of checks and balances to justify assessment decisions.
Quality assurance of all aspects of assessment is crucial for the protection of assessors
and all other stakeholders in the process.

Alexander (1997), quoted in Docking (1997, p 11), lists four criteria for quality
assurance: the use of qualified assessors; established validation; feedback; appeals
and verification processes; industry-endorsed assessment guidelines; and provision
of industry audit of the assessment process.

The international experience

In Australia, the focus of assuring quality in assessment has concentrated on the
‘front end’ of the process in developing and clarifying competency standards and
qualifications and in the registration and audit of providers. In Australia, self-
regulation has been the clear focus of VET policy overall. In other comparable VET
systems such as those in the United Kingdom and New Zealand, there is a more
centrally directed regulatory system with prescribed forms of moderation to ensure
quality outcomes.

The Qualifications and Curriculum Authority (QCA) in the United Kingdom
contends that ‘the credibility of any assessment system depends on fair, accurate
assessment and effective quality assurance’ (QCA 1997, p v). Effective quality
assurance is also seen as the critical element in building the confidence of all
stakeholders involved in National Vocational Qualifications (NVQs).

This emphasis on quality assurance has generated a highly regulated approach to
assessment in NVQs. Within this system, there is a dual layer of monitoring which
makes up the quality assurance strategy - internal verification and external
verification. The Awarding Bodies’ Common Accord 1997 provides the guidelines for
quality arrangements in the system, while Implementing the National Standards for
Verification sets out how the national standards for assessment and verification units
are to be assessed and verified.
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Studies by Black (1993), Eraut (1994), Lester (1996; 1997; 1999) and Konrad (1999)
highlight some of the critical issues and concerns that they have with the highly
regulated approach adopted for assessment of NVQs. In particular, they focus upon
the quality control nature of the UK system which includes increasing external
monitoring and standardisation. Lester (1996) suggests that the solution is not one of
quality control, but rather quality assurance. He contends that the solution primarily
rests with ongoing professional development. For him, increasing the quality control
measures is bound to have detrimental outcomes.

The result is likely to be that while public confidence is increased,
validity suffers as assessment increasingly concentrates on factors which
are amenable to checks and controls ... (Lester 1996, p 3)

More specifically, Konrad (1999, p 9) suggests that the complex role of internal
verifier is often under-resourced and those carrying out this role have barely
adequate initial education and training to undertake the tasks effectively.
Eraut (1994, p 207):

Evidence suggests that once established by training and regular
communication, a community of assessors is able to ensure sufficiently
standard use of criteria; but that it is easy for standardization to slip if
training and communication are not regularly maintained.

The training of assessors and verifiers is another essential component of
quality assurance, because assessment and verification are themsclves
professional processes requiring special cxpertisc.

The New Zealand Qualifications Authority (NZQA) adopts a somewhat less rigorous
approach in implementing the New Zealand Qualifications Framework.

Unit Standards are established by Standards Setting Bodies, registration of providers,
provision of assessment materials in some industry sectors by the relevant Industry
Training Organisation; establishment of unit standards for assessment; provision of
assessor training and the use of qualified assessors.

Assessments conducted against unit standards that are drawn from specific industry
sectors are moderated through processes established by the relevant Industry
Training Organisation. The NZQA requires providers of training to develop their
own quality assurance systems. However, all unit standards set requirements for
moderation, and training providers and standard-setting bodies are responsible for
ensuring that assessors participate in the designated process for ensuring validity
and consistency in assessment.

Quality assurance and compliance

In Australia, all RTOs must meet the requirements of the Australian Recognition
Framework to obtain and maintain registration. These requirements have been
reviewed and will be changed substantially in 2001 reflecting the national concern
with consistency and quality. The revised ARF will stipulate requirements for:

e systems for quality training and assessment
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e compliance with Commonwealth and state/ territory legislation and
regulations

» effective financial management

e effective administrative and records management procedures
e recognition of qualifications issued by other RTOs

e access and equity

¢ competence of RTO staff

e RTO asses;ments

e learning and assessment strategies

e issuing qualifications

e use of national and state logos

o ethical marketing and advertising.

Regardless of any regulatory requirements, an organisation needs to be committed to
providing the best possible training delivery and assessment services. Quality
assurance focuses on a systematic approach to improvement that recognises and
responds to the needs and expectations of all stakeholders in the enterprise.

Smith (2000, p 29) concludes that:

The consistent message from the research, worldwide, into successful
assessment practice is that the achievement of assessment quality requires
an integrated package of initiatives: relevant and practice-oriented pre-
service and professional development training; a combination of both
progressive (‘formative’) and summative assessment; a genuine ‘team’
effort between professional trainers and appropriate industry/employer
representatives; on-going research into, and dissemination of, best
practice; clearly defined standards for both initial and on-going
‘registration’ as a trainer (as distinct from a training organisation); and an
effective system of moderation and audit. Unless all of these components
are addressed in an integrated fashion, quality of assessment is unlikely to
be achieved.

Identifying and developing quality assurance strategies

In 2000, the Canberra Institute of Technology (CIT) and the Vocational Education
and Assessment Centre, TAFE NSW (VEAC) investigated strategies for improving
confidence in assessment decision making for providers (NCVER, to be published).
Issues initially identified by providers as having an impact on the quality of
assessment and the level of confidence of assessors and others in the VET sector
were:
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e the lack of consistency in assessment decisions and assessment practice

¢ the new demands placed on assessors and assessment with the
implementation of training packages

o the lack of rigorous quality assurance processes

¢ concerns about the quality of assessor training programs and ongoing
support for assessors.

This research drew together assessors from private and public providers specificaliy
from the Children’s Services, Information Technology and Horticulture industries.
The project found that although providers used a range of quality assurance
strategies, very few organisations currently have a comprehensive strategy to assure
quality in assessment. From this consultation, specific strategies were identified for
further development in the areas of validation of assessment tools and judgement,
gathering of evidence and the use of assessment partnerships.

Findings from this research are currently being used to develop an assessment guide
for RTOs and assessors to develop comprehensive quality assurance arrangements
for their organisations (DETYA, in press). The key aspects of assessment we consider
necessary to be quality assured are:

¢ the assessment system
¢ the assessment process
» the assessors

¢ theevidence

o thejudgement.

This comprehensive approach identifies strategies to assure quality for each of these
aspects but particularly recognises the vital role of assessors and the need for them to
participate in validation activities and continued professional development.

Validation as a key quality assurance strategy

Recent Australian national and state-based research points towards the need to
support assessors in their decision making through activities to validate or moderate
the evidence collected and the judgement made.

The revised ARF standards (ANTA 2001, draft February) in fact stipulate that RTOs
implement a validation process and define it as:

reviewing, comparing and evaluating assessment processes. tools and
evidence contributing to judgements made by a range of assessors against
the same standards. Validation strategies may be internal processes with
stakeholder involvement or external validations with other providers
and/or stakeholders.

While there are some providers and specific industry sectors currently implementing
adhoc validation activities with assessors, there is little evidence to date of RTOs
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encouraging their assessors to systematically review, compare and evaluate their
assessment processes, tools and evidence (NCVER, to be published).

(Note that the use of the term ‘moderation’ is being debated. Moderation has
traditionally implied some statistical application to achieve norm-referenced scores
such as the moderation activities for the NSW Higher School Certificate. In the case
of competency-based assessment, the term validation is now used to describe the
process of reviewing, comparing and evaluating assessment.)

Implementing these QA strategies — where to from here?

Tension between national compliance requirements and implementing quality
assurance strategies by RTOs

The revisions and strengthening of the ARF Standards for RTOs are being made in
an attempt to improve consistency and quality of VET provision. These changes
could become a whitewash to ultimate improvement of quality if RTOs treat them as
maximum requirements rather than minimum standards. The RTO has to sponsor or
own this process and have the will to devote resources to improving the quality of its
training and assessment.

Difficulties in implementation of quality assurance strategies

The implementation of validation processes will certainly require RTOs to allocate
additional resources for assessors to meet to compare and evaluate their assessment
effectively. Our experience to date in working with RTOs suggests that while this
process offers excellent opportunities for professional development and improving
quality of assessment, providers will find it difficult to allocate the resources needed
for effective operation.

Tension in emphasis in implementation of the range of quality assurance strategies

This paper has referred to the range of different strategies for assuring quality in
assessment and stressed the need to implement all of them comprehensively.

It will be interesting to observe developments in attention to these strategies for
assessment of VET courses in secondary schools. The issue of consistency of
outcomes has become particularly significant with the inclusion of VET subjects
linked to the ARF being used for university selection and is of great concern to
ANTA CEOs. In a paper commissioned by ANTA, the Assessment Research Centre
(Griffin et al 2001) recommends a range of strategies to deal with this complex issue,
where VET subjects can contribute to what has been a single university entrance
score for Australian universities.

The paper recommends the introduction of a standards referenced system for
interpreting and reporting of VET subjects, with content-specific criteria developed
for each vocational subject. Greater specificity in industry standards would be
welcomed nationally.

The paper also recommends the development of calibration of assessment data
through item response modelling procedures, which can be calibrated onto a single
underlying differentiating scale for each VET subject or unit. Griffin et al (2001)
specifically recommend that ‘all VET assessment data that combines workplace and
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classroom assessments to integrate competency and differentiating purposes should
be centrally calibrated to enable quality assurance mechanisms to apply” (2001,
Recommendation 11). A system is suggested where schools could design and
administer performance tasks within approved assessment strategy and design
parameters. The data from these assessments could then be provided to a central
administrative agency for calibration. However, such measures would be costly,
difficult to administer and potentially lack the flexibility needed to enable assessment
that demonstrates competence in authentic workplace environments.

While the paper does identify a need for professional development for teachers in
assessment task design, it focuses on the development of a national task bank. There
is consideration of the potential role of moderation to support assessors. In this
context, it is seen as the process of bringing scores and standards into alignment and
the emphasis on the calibration of assessment tasks to ensure comparability across
schools.

The task of balancing the needs of assessment for industry competency recognition
and university selection is extremely complex. However, it will be interesting to
watch the development of these recommendations and their potential viability in the
broader VET context.

Conclusion

We have defined confidence in assessment decision making as a sense of trust in the:

o quality of the information provided to learners

+ validity of the assessment tools

o reliability and fairness of the assessment procedures

» sufficiency of evidence

s correctness of the interpretation

e accurateness of the recording and reporting of assessment results.

These factors must be included in the design of an RTO system to assure the quality
of assessment. Minimum standards related to these factors are embodied in the ARF
standards for RTOs. However there is a danger that they remain minimum
standards, as some of the most valuable features such as activities for validating
assessment will be costly to implement. In the effort to emphasise consistency rather
than confidence, there may also be undue emphasis placed on strategies to
standardise processes rather than provide resources to support assessors to perform
their work with more confidence.

It is interesting to consider whether confidence in assessment decision making
requires consistency of approach. The concept of consistency may ultimately be
illusory as Schofield has suggested, but the confidence of providers, assessors and
learners in assessment decision making certainly needs to be enhanced.

References

ANTA (2001) Australian recognition framework standards for registered training
organisations (draft February), Brisbane.



Black H (1993) Sufficiency of evidence: what might be fair and defensible?
Competence and Assessment, vol 20, pp 3-10.

Bloch B, Clayton B and Favero ] (1995) Who assesses? In W C Hall (ed) Key aspects of
competency-based assessment. Adelaide: National Centre for Vocational Education
Research.

Clayton B, House R, Booth R and Roy S (2001, in press) Maximising confidence in
assessment decision-making. Adelaide: National Centre for Vocational Education
Research.

Docking R (1997) Assessor training programs: review of research. Adelaide: National
Centre for Vocational Education Research.

DETYA (2001, in press) Quality assurance arrangements - assessment guide,
Canberra.

Eraut M (1994) Developing professional knowledge and competence. London: The
Farmer Press. :

Griffin P, Gillis S, Keating ] and Fennessy D (2001) Assessment and reporting of VET
courses within Senior Secondary Certificates. Melbourne: Assessment Research
Centre, Melbourne University.

Konrad J (1999) Assessment and verification of NVQs: policy and practice.
Education-line: www leeds.ac.uk/educol/documents/000000889.htm.

Lester S (1999) Vocational qualifications in practice and principle: lessons from
agriculture, Research in Post-Compulsory Education, vol 4, no 1, pp 1-10.

Lester S (1996) Which way NVQs? Education, Training, Employment, December, pp
21-24.

NTFC (2000, unpublished) Consistency in competency based assessment. Brisbane:
Australian National Training Authority.

QCA, XXX NVQ Monitoring report 1998/99. http:/ / www.gca.org.uk/nvg-
monitoring/98-audits.htm.

Schofield K (1999) A risky business - review of the quality of Tasmania’s traineeship
system. Hobart: OVET.

Smith L (2000) Impacting on the quality of assessment in VET in Queensland.
Brisbane: DETIR.

Toop L, Gibb ] and Worsnop P (1994) Assessment system design. Melbourne:
Australian Government Publishing Service.

170



Contact details

Berwvn Clayvion

Director

Centre Undertaking Research in Vocational Education (CURVE)
Canberra Institute of Technology

Ph: +61 2 62074844

Fax: + 61 2 62073322

Email: berwyn.clayton@cit.act.edu.au

171

o




Clements and Speers: Industry training strategy for the abbatoir industry

Development of an industry training strategy for the
abattoir industry in New South Wales

Andrew Clements
Geoff Speers (presenting author)
Riverina Industry Training Services Centre, New South Wales Department

of Education and Training

This paper presents a model for the development of an industry training
strategy. The model has essentially two parts: quantitative analysis of
industry characteristics and qualitative analysis of information obtained
through consultative processes, surveys and industry intelligence. The
model also attempts to take into account the impact of equity
considerations and supply-side and demand-side limitations on the
training market.

The paper then outlines how this strategy might be implemented at a
statewide level.

The model allows resource allocation to satisfy both economic and social
justice outcomes. It also shows how a planning model can be used to
form partnerships with diverse groups within industry and the community
to achieve state and national objectives for vocational education and
training (VET).

The NSW Meat Processing Industry

Consistent with the Meat Industry Training Advisory Council (MINTRAC), the meat
processing industry covers abattoirs and boning rooms, smallgoods manufacturers
and retail butchers and supermarkets. It is the largest sector of the food
manufacturing industry and employs approximately 45 000 people nationally.

Animals processed in the industry include mainly cattle, sheep and pigs. Deer, goats,
kangaroo, emu and other game are also processed for both Australian and
international markets.

For the purposes of this Training Strategy and to be consistent with the relevant
Cabinet Minute associated with the New South Wales (NSW) Meat Processing
Industry Restructuring Program, the abattoir sector covering cattle, sheep and pigs
was targeted.

Background

A Cabinet Minute proposing the establishment of a NSW Meat Industry
Restructuring Program was prepared by the Hon Harry Woods, MP, Minister for
Regional Development, Minister for Rural Affairs and Minister for Land and Water
Conservation. The proposed Program covers a range of elements that include
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accreditation of employee competencies, occupational healthy and safety (OH & Sy
education, training and research and development.

On 20 November 2000, The Hon Bob Carr MP, Premier of NSW, announced a $12
million NSW Meat Processing Industry Restructuring Program to operate over a
three-vear period.

The NSW Meat Industry Restructuring Program is a NSW Government initiative
which aims to assist meat processing companies, their employees and local/ regional
economies to manage the significant impact of the expected continued rationalisation
of NSW abattoirs.

The NSW Department of Education and Training has expertise in assisting industries
to restructure through the provision of training and related services. This expertise
includes management of training under the Forest Industry Structural Adjustment
Package (FISAP) and the provision of training and related services to the NSW coal
mining industry under the NEXT STEP Program.

The Department has also separately identified training initiatives for the meat
processing industry generally (hereafter referred to as the Training Strategy) that
would be complementary to the NSW Meat Processing Industry Restructuring
Program.

A research phase was seen as fundamental to establishing the scope of the Training
Strategy and the key principles underpinning the strategy as well as identifying key
stakeholders in the meat processing industry.

Rationale

The aim of the Training Strategy is to effectively target the needs of the industry and
workers and ensure outcomes both in terms of industry productivity and established
pathways for workers both within the industry as well as for opportunities in other
sectors.

The industry is facing a number of challenges including the introduction of
technology, safety standards, restructuring and the development and
implementation of an effective training culture. The Training Strategy will
effectively target existing training resources for the industry and upskill employees
in a range of essential requirements including OH & S, supervision, quality '
assurance, meat safety, language and literacy, management, workplace assessment
and training and information technology.

References and sources

A variety of principal information sources were used including those from the
Australian Bureau of Statistics, Agriculture Fisheries Forestry Australia, Australian
Meat and Livestock Corporation and the NSW Meat Industry Authority.

Consultation occurred with human resource personnel in abattoirs, workers and ex-

workers in the industry and peak employer, employee and training bodies. These
consultations used both survey and interview methods.
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The diagram at the end of this paper shows how the model draws together planning
information and translates this into training activity. It summarises the information
inputs and shows their interrelationships and use in developing the training strategy.

The model presented above satisfies both the requirements of methodological
robustness and integrity, and local ownership and responsiveness. Feedback at both
the macro and micro level has been generally positive.

Factors determining training needs

The need for VET is essentially determined by a complex interaction of factors
associated with the VET market. The VET market consists predominantly of various
individuals, organisations and providers of VET programs and services who require
learning outcomes associated with VET.

While the identification of factors determining training needs differ between regions,
both existing evidence and experience suggest that a variety of these factors can be
generally identified as determinants of training needs. An improved understanding
of these factors at a regional level will serve to maximise the balance of both the
delivery of equitable and cost-effective VET.

These determinants can be related to particular segments in the VET market and may
be interactive but not necessarily exclusive or limited to:

VET market segment Possible determinants of training need

Individuals Personal development/career aspirations
Unemployment/social status
Financial status
Geographic isolation
Changing culture and social fashion
Government policy

Organisations Regional development initiatives
Employment initiatives
OH&S requirements
Business profitability
Economic/ export competitiveness
Business succession planning
Technological change
Industrial relations
Workplace/organisational change
Incentives and sponsorship
Government policy

Providers Demographic and socioeconomic characteristics
Available resources (capital, curricula, human)
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Timing of service delivery
Duplication of activity/ services
Demand/unmet demand
Cross-sectoral arrangements
Special needs groups/target groups

Implementation of strategy

The critical stages of training strategy implementation are outlined below:
¢ Form Meat Processing Training Strategy Steering Group;

e Establish links and coordination processes with NSW Premier’s Department
in association with the NSW Meat Processing Industry Restructuring
Program, especially in relation to case management processes;

e Agree and prioritise the identified training needs and available resources in
conjunction with the identified Departmental assistance;

e Investigate the actions arising from matched Departmental services and
industry training needs;

¢ Investigate any implications from the implementation of the Queensland Meat
Processing Industry Training Needs Analysis Report;

e Develop guidelines and procedures for strategy and service implementation;
¢ Develop communication strategy and produce information materials;

¢ Hold information sessions/ training for personnel involved in
implementation and operation of strategy;

¢ Circulate information materials to relevant contacts and targeted meat
workers;

¢ Conduct and administer assistance services; and

¢ Evaluate training strategy and services provided and administered.

Results of the research

A variety of training needs and requirements for the NSW meat processing industry
have been identified through the research process. These needs can be summarised
as:

¢ Increased provision and awareness of existing training pathways to the
industry (eg prevocational training and apprenticeship and traineeship
training);
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e The development and encouragement of new training pathways and career
paths within the industry, particularly for younger persons (eg options
associated with VET in Schools where appropriate);

¢ The development and promotion of new qualifications and resource material
associated with new training pathways for the industry, including
professional development for Registered Training Organisations (RTOs) and
New Apprenticeship Centres (NACs);

¢ Greater involvement of industry with issues associated with the regulation of
providers and the delivery of training and assessment by RTOs;

¢ Consideration of opportunities associated with training infrastructure both
within schools and in existing processing establishments/abattoirs;

¢ Case management associated with conducting skills audits for workers in
abattoirs and other sectors of the meat processing industry.

Other case management is associated with structural adjustment assistance for
targeted industry employees, who:

¢ have little or no experience in seeking work;

¢ have little or no externally recognised skills;

¢ may need their recognised skills updated;

¢ will need to acquire new skills for future employment, and

¢ will need assistance to participate in training.
This assistance will facilitate a number of pathways for individual target group
employees through case management (which may not be mutually exclusive). These
are:

e Pathways involving retraining options and skills recognition, in association

with continuing and/or new employment opportunities within the meat

processing industry;

e Pathways to self-employment or contract labour (including contract
opportunities within the meat processing industry);

¢ Pathways to retirement from work; and

e Pathways to employment opportunities within other industries.
In this context of identified needs there are a number of specific services that the
NSW Department of Education and Training (DET) will provide through programs

largely administered by eleven Industry Training Services Centres (ITSCs) located
throughout NSW. These services would be complementary to the NSW Meat
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Processing Industry Restructuring Program endorsed by the Cabinet Office and
Treasury.

Conclusion

It is evident that the NSW Meat Processing Industry has and is likely to experience
structural change. Rationalisation within the industry will most likely lead to a net
reduction in the number of abattoirs and employees required.

The potential reduction of employees within the industry and their propensity to
relocate for reemployment is difficult to quantify.

The NSW DET has identified a number of services that can be applied to provide
assistance to the industry. A large proportion of this assistance can also be
coordinated with other State Government initiatives, in particular the NSW Meat
Processing Industry Restructuring Program.

Whilst some of the services provided by the Department are aimed at improving and
positioning the industry to be more productive, a large proportion will be focused in
terms of individual employee case management.

The coordination of all services, including those available through the NSW Meat
Processing Industry Restructuring Program, possibly by case managers, will be
critical in the provision of the full suite of available services to industry.

Contact details

Geoff Speers

Senior Program Field Officer

Riverina Industry Training Services Centre 4
NSW Department of Education and Training

87 Forsyth Street

Wagga Wagga NSW 2650
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Industry training model - how supply and demand fits together

Demographic profile Industry profile Snapshot of VET
RTOs
Enrolments/shifts
Population characteristics By ANZSIC/ASCO Modes of delivery/shifts
Socioeconomic characteristics Industry developments Educational attainment
Demographic trends Regional developments VET in Schools
Implications Domestic market implications Language and literacy
Export market implications Apprentices and trainees
Employment implications Equity group participation
v
P T Surveys
Training needs/VET priorities Consultations
Current initiatives " Peak industry groups
Known future requirements ITAB's
AQF levels Focus groups
Entry-level training Research
Delivery modes
VET in Schools

Infrastructure requirements

Strategic directions

Major centres

Industry and occupationat change
Key issues influencing training
Projected training needs
Projected infrastructure needs
Regional developments

Public dissemination/marketing
Program expenditure
Program management
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Reforming schools through innovative teaching

Jim Cumming and Christine Owen
Australian College of Education, Enterprise and Career Education

Foundation and Dusseldorp Skills Forum

Executive summary

This is a resource about innovative teaching. It profiles, analyses and celebrates the
work of eight accomplished educators in Australia. Drawing on contemporary
theories of innovation, teacher professionalism and school reform, this work
provides a stimulus for some in-depth thinking about teaching in today’s
"knowledge society’. For example, in the first decade of the twenty-first century,
what should teaching look, sound and feel like? How should it be enacted? Who
should be responsible for its quality?

This is unashamedly a ‘good news’ story in that it demonstrates the significant
impact being generated by select innovative teachers in schools, as well as the wider
communities in which they operate. The research on which this resource is based
reveals that their work is having a positive influence on business people, community
workers and retirees as much as it does on students, parents and colleagues.

However, this resource is not limited to the promulgation of good practice examples.
More importantly, it is designed to actively engage key stakeholders in informed
debate and collective action with a view to increasing the level of innovative teaching
at all levels and in all sectors of education.

Given that innovative teachers do make a difference, a critical question emerging
from this research is ‘How can we generate a critical mass of these teachers, so that
innovation becomes a defining feature of the educational landscape?’

Other research suggests that a number of challenges confront the education
profession at present. It has been argued for some time that teachers’ work needs to
be reconceptualised; that the work of accomplished teachers needs to be recognised
and certified; and that teacher education and professional development need to be
reshaped.

In addition, there is evidence of increasing recognition in business and government
circles that developing and sustaining innovation is critical to this country’s future. It
is argued that the advent of knowledge-based economies demands that we not only
understand innovation, but that we also increase our capacity to develop and
manage it.

This resource contains case studies of innovative educators working in secondary
school communities. Each study constitutes a stand-alone snapshot of good practice
in which the voices of students, colleagues, principals and community members
illuminate teachers’ work from different perspectives.
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To some, this work may appear relatively unremarkable at first glance. For example,
a practising teacher might well respond, ‘Oh, I've used that technique’; "My team has
implemented that strategy’; or ‘Our school introduced a program like that years ago’.
To be sure, many of the ideas and the strategies recorded here are not necessarily
new, groundbreaking or revolutionary, nor should they be viewed as potential
panaceas or ‘quick fixes’ for student alienation or other deep-rooted issues in schools.

However, there are three points worthy of note regarding these case studies. First,
those who have been profiled can be described as ordinary teachers doing extraordinary
things in creative ways. While most are school-based with normal teaching loads,
they are acknowledged as achieving higher-order outcomes for multiple audiences.
Second, they have managed to sustain their level of innovativeness over an extended
period. For some, this has been a case of ‘swimming against the tide’ - either at some
personal cost or with limited support. Third, they make innovative teaching look easy.
Those who have observed these educators at close range readily admit that while
their work appears effortless, it actually represents quite a sophisticated technology
that has taken some time and a good deal of hard work to refine to its current
standard.

Individually and collectively, these case studies highlight the fact that quality
teaching is a highly complex, demanding and interactive process. While there is a
common perception in the community that ‘anyone can teach’, the reality is that not
everyone can teach well. So what can we learn from those who have been identified
by other professionals as being highly innovative teachers who are making such a
difference in their schools and communities?

The key findings from this research reveal that the eight innovative educators exhibit
a diverse range of strengths that reflect an enhanced level of teacher professionalism.
In the concluding chapter, these strengths are listed in dot-point form under a set of
headings that include attributes, skills, knowledge, values and strategies. One of the
risks in categorising teachers’ work in this way is that it can detract from the
integrated and holistic manner in which quality teaching is enacted. It is possible that
detailed lists can lead to protracted arguments over semantics. For example, 'Is a
particular strength - say, ‘lateral thinking’ - an attribute, a skill or a strategy?’
However, demonstration would appear to be more important than its classification.
There is also potential for more heat than light to be generated by prolonged debate
over the virtues of generic, subject-specific or developmental-level standards. They
all have a place.

One of the main reasons for pursuing this categorisation of innovative teaching is to
generate greater specificity, with a view to making good practice more transparent.
The objective is to identify what is different about innovative educators; along with
the means by which they ply their craft. Hence, the intended outcome is an increased
capacity to distinguish between a teacher who is highly innovative and one who may
be less so. At a practical level, listing the major strengths exhibited by innovative
teachers provides a set of indicators by which quality or performance might be
measured. For example, those wishing to demonstrate their expertise in innovative
teaching could be invited to collect and present evidence in relation to such criteria.

The innovative educators profiled in this study exhibit a number of personal
attributes including altruism, creativity and passion. A number of phrases captured
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during the research describe them as 'self-starters’, ‘ideas people’ and "highly-
attuned’. Those who know these teachers well tend to explain how they are
"different’ by focusing mainly on their personal qualities, raising the issue of whether
exceptional teachers are born rather than made.

A second key finding is that these teachers demonstrate advanced skills in a number
of areas including applied learning, standard setting and change management. A
common feature is their capacity for enabling students to make 'connections’
between key learning areas as well as to link aspects of their home, school and
working lives. Colleagues and principals commented frequently on their vast
repertoire of teaching strategies and their ability to draw from a big ‘bag of tricks’ in
order to engage any student at a particular stage in his/her intellectual or social
development. More significantly, however, is the extent to which these teachers are
able to facilitate innovation and change, especially through the focusing of disparate
energies and the development of teamwork for whole-school and other projects.

Third, innovative educators possess in-depth knowledge on a range of topics
including innovation, pedagogy and professional development. While students and
others frequently identify expertise in a key learning area as a strength of these
teachers, this tends to be surpassed by their knowledge and understanding of those
who are in their care. More than just simply establishing and maintaining good
relationships, this involves comprehending theories of adolescence and the nuances
of contemporary youth culture. Keeping up-to-date with current trends and
developments within and beyond the education sector is also characteristic of these
teachers.

Fourth, these teachers display core values that are synonymous with being a true
professional. These include a total commitment to those they teach; a willingness to
share their knowledge, skills and strategies with others; and an insatiable desire to
improve their own practice and ‘reinvent’ themselves in response to new demands,
challenges and opportunities. Innovative teachers are regarded as role models and
mentors for others, within and beyond the schools in which they work. They follow a
personal code of ethics and are invariably driven by what they consider to be in the
best interests of their students. They also view themselves, and are seen by others, as
actively contributing to school, civic and professional communities.

Fifth, these innovative educators employ a range of multi-faceted strategies including
the creation of alliances, the marshalling of resources and the identification of
advocates. Phrases captured during the research include 'pushing the boundaries’,
‘creating spaces’ and ‘value-adding’. What is interesting about the list of strategies
that has been compiled is the extent to which it reflects a practical integration of the
skills, knowledge and values identified above. For example, the "building of
communities’ is a common strategy used by these educators to make the school more
pro-active in the social and economic development of the town, municipality or shire
of which it is part.

The resource concludes with a number of implications that are set in a context of
"Where to from here?'. It is suggested that further action is required to identify,
recognise and sustain innovative teachers. There are calls for follow-up programs,
training and ongoing research. The objective is to focus the attention of key
stakeholders from business, community organisations, education systems and
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teacher training institutions with a view to working collectively to increase the level
of innovative teaching nation-wide. If, as has been argued in a report to the
Commonwealth government entitled Innovation: unlocking the future (2000), education
has a pivotal role to play in developing an 'innovative culture’ in this country, then
there is no time to lose. '

Innovative teaching

The work of eight innovative educators is listed below. Each case study represents an
example of innovative teaching in a secondary school community. While the Project
Reference Group endeavoured to generate diversity among those selected (eg with
régard to length and type of teaching experience, location, system, gender etc) the
studies should be seen as illustrative rather than representative. The examples of
good practice are as follows:

Matching goals in enterprising ways - Jenifer Murdock (Hawker College. Australian
Capital Territory)
o Initiating student-run businesses that provide services for the community and
on-the-job training for student participants.

Communirv-based learning - Nigel Howard (Norwood-Morialta High School. South
Australia)
O Supporting students to work in partnership with local organisations to
promote community development.

Plan-it vouth mentoring project - Sandra Wilson (Berkelev Vale Community High
School, NSW)
0 Engaging retired community members as mentors for year 10 students to
research career options.

Computer-assisted language learning - Melissa Hughes (Shelford Anglican Girls School,
Victoria)
o Using computer-assisted language learning to enable students to design and
operate a Japanese ‘virtual village’.

Improved practice through professional learning - John Eaton and Gemma Lawlor
(Bridgetown High School, Western Australia)

o Applying educational theories in local contexts in ways that improve not only
student outcomes but also those of their teaching colleagues.

Teaching through demonstration and fun - Mandy West (Queechy High School,
Tasmania)

0 Using performing arts as a means of engaging students in hands-on exercises
that expand horizons and develop life skills.

Associated learning through emotional responses - Randall Clinch (Consultant)

o Employing a range of interactive techniques designed to enable students to
choose their own thoughts, stimulate their emotions and determine their
actions.

182



While seven of these educators are trained teachers, one is a consultant who offers
services to schools on the basis of his experience in the youth sector. The Project
Reference Group was keen to include in the case studies at least one example of a
person from outside formal education using innovative strategies and techniques.
This raises several issues including recognition of prior learning, training,
certification and remuneration of innovative educators. It would appear that a major
challenge for education authorities is to identify ways of ensuring that those from
beyond the profession with demonstrated expertise in innovative teaching have
opportunities to gain appropriate recognition or certification.

The educators profiled in these case studies are ‘ordinary’ teachers doing
‘extraordinary’ things in creative ways. They have come to the attention of the
Project Reference Group via a range of means including nomination, referral and
networking on the part of professional educators. It is readily acknowledged that
there are highly innovative teachers in many other levels, sectors and settings in
education. The hope of all those involved with this project is that this resource will
stimulate the documentation and dissemination of further examples of good practice
via websites and hard copy, along with more dynamic forms of professional
development, mentoring and educational leadership in a variety of settings.
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The river of learning in the workplace

Lester Davis
Thiess Pty Ltd
Stewart Hase
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_Using the metaphor of a river to describe continuous and lifelong
learning, this paper details an action research project aimed at developing
effective learning environments in a large, distributed organisation. This
project is based on the theoretical assumptions of heutagogy (as opposed
to pedagogy and andragogy), which is the study of self-determined
learning. It is our belief that heutagogical approaches to learning are more
likely to result in an increase in capability as well as competence. The
concepts of heutagogy and capability and the research findings are
discussed in detail, as well as the implications for vocational education
and training.

The river of learning

Rivers are fascinating. Their mountain sources are thin trickles, cold and fresh, that
merge into one as the river widens, becomes fuller and finds its way to theseato be a -
rich estuary full of life and complete. Rivers meander and wind their way to the sea
across all sorts of terrain, through all manner of climates. You can dip into a river
anywhere and you can leave it when you will. And of course, it’s not just a river - it
gives birth to all manner of living things.

People know how to learn and are most likely to learn when there is context and
meaning to the learning. Carl Rogers (1951) described this phenomenon in terms of
the need for learning to be congruent with the self, the images we have of our
experience and our relation to it. We do most of our learning outside of what are
usually described as structured learning environments (this is an oxymoron of
course). We also believe that this ‘real life’ learning is more resilient and more
lasting. Another assumption we have made is that people in fact know how to learn.
They may have forgotten how to do this because the education system makes them
forget from about the age of five onwards. Until that time, we are excellent learners.
This paper expands on this concept a little further and then describes an ongoing
project of developing the river of learning in a large, distributed organisation.

Self-determined learning

Education has traditionally been seen as a pedagogic relationship between the
teacher and the learner. It was always the teacher who decided what the learner
needed to know, and indeed low the knowledge and skills should be taught. In the
past thirty years or so there has been quite a revolution in education through
research into how people learn, and resulting from this, further work on how
teaching could and should be provided. While andragogy (Knowles 1970) provided
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many useful approaches for improving educational methodology, and indeed has
been accepted almost universally, it still has connotations of a teacher-learner
relationship.

Heutagogy (Hase and Kenyon 2000) is the study of self-determined learning and is
concerned with how to harness the learning that occurs as a part of a person’s total
experience. Heutagogy is interested in approaches to learning that are not teacher-
centred but person-centred. This idea is not new and draws on a humanistic theme
that can be followed through the philosopher Heider (Emery 1974), phenomenology
(Rogers 1951), systems thinking (Emery and Trist 1965), double loop and
organisational learning (Argyris and Schon 1996), androgogy (Knowles 1984),
learner-managed learning (Graves 1993; Long 1990), action learning (Kemmis and
McTaggart 1998), capability (Stephenson 1992), and work-based learning (Gattegno
1996; Hase 1998), for example.

A more complete explanation and rationale for heutagogy can be found in a recent
paper by Hase and Kenyon (2000).

Apart from the philosophical reason for looking at how to harness real learning in
real situations, there is a more pragmatic reason, particularly for the vocational
education and training sector, that has to do with the world in which we currently
live. It is a world in which information is readily and easily accessible; change is so
rapid that traditional methods of training and education are totally inadequate;
discipline-based knowledge is inappropriate to prepare for living in modern
communities and workplaces; learning is increasingly aligned with what we do;
modern organisational structures require flexible learning practices; and there is a
need for immediacy of learning.

It is our view that heutagogical approaches to learning will help people to remember
how to learn and will better prepare them to manage in an increasingly complex
world. The thrust that underscores these approaches is a desire to go beyond the
simple acquisition of skills and knowledge as a learning experience. They emphasise
a more holistic development in the learner of an independent capability (Stephenson,
1993), the capacity for questioning one’s values and assumptions (Argyris and Schon
1996), and the critical role of the system-environment interface (Emery and Trist
1965).

The river of learning in an organisation

This case study concerns Thiess Contractors Proprietary Limited, an Australian
mining and construction company. The company recognises the incredible
importance of the capability of its workforce in relation to its competitiveness in a
global environment. Thus, it has traditionally had a considerable commitment to
training and human resource development. Over the past couple of years and with
the support of the General Manager, Thiess has attempted to go beyond ensuring the
competence (knowledge and skills) of its workforce (competence being an essential
condition), to developing capability. Capable people are more likely to be creative;
use their competencies in novel as well as familiar circumstances; know how to learn;
work well in teams; and have strong self-efficacy (Stephenson 1993).
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This project can best be described as action learning because it is cyclical and
developmental. At the same time, there are elements of action research, because we
have been documenting much of what has happened and attempting to make sense
of the results in relation to current theory and practice.

However, given the quite reasonable constraints on the length of this paper, we will
describe two major outcomes of the project so far.

The work activity briefing

During the past decade, Thiess has been experimenting with leading-edge inclusive
communication and developmental processes. This work had its genesis in the series
of Accords created between the Labor government of the 1980s and 1990s with the
Australian Council of Trade Unions (ACTU), called Award Restructuring/
Workplace Reform programs. The first use of these processes for Thiess began in
New South Wales (NSW) with the 1991 Junee Goal Project. The project was to build
a modern, medium-security correctional facility in Junee, an area with high
unemployment but a wide community of rural workers, railway trades and non-
trade people. The project management sought to employ as many local residents as
possible and to involve these workers in ‘workplace teams’. These teams were given
the task of work scheduling, programming, the skill development of their people,
and accounting for the activities assigned to them.

This inclusive process was further refined and developed in other projects such as
the RAAF Base Tindal 3C and the Gateway Motorway Extension Project. The
process was then called a work activity briefing and had a more inclusive approach for
the work activity participants, because the engineering personnel and the
management/supervisory staff provided additional support. The work activity
briefing had developed to where there was a formal skeleton around which critical
information was hung. Such information as the task/activity description, the
engineering detail, the risk analysis, the control requirements, the quality assurance
requirement, the skill development needs and the action plan became points for
dialogue and agreement. The outcome of the dialogue represented a harvesting of the
available knowledge, skills and experiences that were requisite in the participants of
the activity.

The work activity briefing process has been employed in a number of subsequent
projects, and on each occasion it has been regarded by its participants as pivotal to
the delivery of a project that has exceeded the expectations of the client in the areas
of quality, time saving, cost reduction, industrial harmony and safety.

It is a well-known psychological phenomenon that is very difficult to change
attitudes. Thus, shifting people from a tradition of developing and managing people
by control to one of trust and empowerment will be a huge task. The quickest way to
change attitudes is in fact through changes in behaviour. The work activity and pre-
start meetings described below were a successful approach to this dilemma and are
exemplars of shifting organisations to the recognition of how people really learn.

The work activity briefing is a form of self-managing work team. This activity

involves all participants in the activity including engineers, supervisors, specialist
support personnel workers, and in some cases, suppliers and subcontractors.
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Such teams have become popular, because they offer a range of advantages, such as
synergy based on the ability to access a pool of experience and knowledge resident
within the team. They also offer an ability to rapidly inform and develop knowledge
within the group and an increased level of involvement/commitment on the part of
the group members. The aim of the activity is to identify and apply the best solution
to a problem or opportunity within the project context.

In sociotechnical systems, the parlance of self-managing teams provide a mechanism
by which the technical needs of work and the social needs of the individual and
group can be drawn together to improve the quality of working life. The work
activity briefing (WAB) process employed with this organisation brings together all
parties involved in the activity. With the use of a proforma document, the essential
pieces of information relating the activity - including the technical information, risks,
safety considerations, previous relevant experience and skills that exist/are missing -
are included in the spaces provided. Having attached all the relevant information, a
discussion or series of discussions together with any developmental work are
completed. The result is a plan for the achievement that represents the best option
possible, within the project context. This document is then signed by all participants
who use it as the ‘blueprint’ for the activity.

The power relationship changes for the project manager and the engineers, as the
workers are able to provide new knowledge based on their experience, which is
outside the knowledge of the engineers, such that the power relationship changes for
them. The shifts in how the workers are now "seen’ suggest a level of equality and
acceptance. A change in the normal ‘truth” applied by management towards labour
is changed, and thereby the manager or engineer is changed.

Another aspect of the WAB worthy of analysis is the document produced as part of
the dialogue between the active parties. The document becomes a plan and identifies
the activities, the parties involved, the actions required by them and the roles and
responsibilities of the parties. It might also list the resources, together with timings
and coordination of data. In essence, the document will ‘govern’ the activity.

Using this description, we can see that the requirements and specifications of the
plan will govern the parties in the activity - and therefore their actions. The
managers and supervisors will exercise power in coordinating the arrival of
materials, and workers will exercise power through the application of their skills to
the tasks without having to wait for instructions and directions. Indeed, the parties
will in fact regulate themselves within the terms of the plan and the project context.

With the application of the signature of each participant of the WAB, each is
identified as being a party to the knowledge and power that can be exercised to
achieve the desired outcome.

Another aspect of the WAB worthy of discussion is the taken-for-granted
assumptions that also govern the bodies involved in the activity. For example, those
who are part of the dialogue and certainly those who sign the document take for
granted that each participant will do their best to achieve the desired outcome; will
exhibit a level of professionalism and skill that will deliver the quality specified; and
will demonstrate a level of commitment that will ensure that obstacles that might
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have proven a limiting factor under ordinary circumstances will not prevent the
parties from achieving the deadlines.

An extension of the WAB has been the establishment of pre-start briefings, in which
teams meet at the start of the shift and discuss issues. On conception, the primary
aim was work safety, but soon the briefings involved discussing the day’s activities
and what could be learned from the previous day. Interviews with participants
(Hase et al 1998) revealed a high level of empowerment, involvement and sense of
commitment to the work team. It was clear that learning was taking place even
though it was not credentialed, and that the learning was an inherent part of what
they did rather than an add-on.

What we see happening with work activity and with pre-start briefings is the
development of elements of capability such as: learning to learn; higher self-efficacy;
using competency in novel situations; creativity; and working in teams. The learning
and management are planned but the processes are person-centred.

Extending the training boundary through the Frontline Management Initiative
(FMI)

This is an example of a group of workers who identified their position in relation to
their colleagues and found that they needed to advance their individual and
collective knowledge and skills in order to keep up. The program that follows was
one where they had control of the methods, the input, the rate of activity and the
agenda. These were negotiated and agreed upon.

Phase 1

Supervisors (forepersons/superintendents) working for Thiess expressed a need to
engage in some form of training that would develop their skills. The FMI program
was eventually selected and Kangaroo Point TAFE institute was engaged to provide
the assessment processes so that formal credit could be provided.

Three sessions were used to discuss the program to identify in detail the competency
standards and then assess each supervisor against the competencies at the diploma
level.

The result was a gaining of clear credit in some competencies, an equally clear
indication that there was not credit to be given in some and an indication that some
skills were being used but the underpinning knowledge supporting those skills was
missing.

The decision was therefore made to enhance those skills that were not complete and
to develop the knowledge and skills in those that were completely deficient.

Phase 2

A meeting was convened where all parties discussed the various options available to
them. The key stakeholders in this meeting were the participants in the program. Of
all the options, the supervisors decided that ‘a little often” would be easier to handle
than an absence from work for even one day.
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An after-hours workshop approach was used, in which the supervisors gathered for
two hours, usually on a Monday, with the Manager for Training and the site
Training Officer. A coaching/facilitating role was used to urge, inform and provoke
the supervisors to explore the references and their own experiences.

The supervisors were given control over the sequence, the subject choice and
workshop agenda. In this way, thev ‘'owned’ the process. The only imposition was
that the first subject for exploration be leadership. Our argument for this was that all
subjects to be explored have their foundations in leadership. Interestingly, the
tension between leadership/ management was always running through the debates
and assignments. All assignments were practical in nature and based in the work
they were actually doing on-site rather than invoked by an external examiner.

Each week a new subject area was explored and the next subject chosen for the
following week. Each week there was also a general process for reporting back,
which was controlled by the supervisors in which each would share how the
assignment had gone during the week. In each assignment, the subject area was to
be used to improve the project, its processes or the workforce.

Towards the end of the project, the supervisors, by reviewing their progress, realised
that the time available would not be sufficient to completed the outstanding

skill/ knowledge development. They determined that they would devote additional
time to the workshops following a negotiation with the facilitators. An interesting
trade-off was that they would need to negotiate with the project manager for an
evening meal. The test of the skill of the negotiators was evaluated by their peers -
the test being the quality of the meal.

At the completion of Phase 2, the Kangaroo Point TAFE re-assessed each supervisor
to determine the progress made.

Phase 3

The original assessor was used to determine if progress had been made that was
sufficient to gain the incomplete and missing competencies. Each supervisor was
found to be competent and a diploma was issued at a graduation ceremony.

On review, the supervisors were strong in their praise of the processes of learning
they had gone through, the skills and knowledge they had obtained and its positive
effects on production, safety and work relations with the workforce and
subcontractors. There is anecdotal evidence from discussion with the workforce that
an almost ‘road to Damascus’ style of change had come about in some supervisors.
Even the well regarded supervisors had been observed to have improved.

But the greatest comments came from the supervisors themselves when they
declared that whilst they had believed that they had been acting as a team prior to
the learning program, their greatest lesson came from the experiences throughout the
program that converted them into a supporting team, operating to assist each other.

A river of learning in vocational education and training

Heutagogical approaches to vocational education and training recognise the critical
importance of the learner in all aspects - not just the teaching - of the learning
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process. The aim is to enable people to remember how to learn and facilitate the
development of capability. Thus, the major stakeholder is involved in the
determination of learning objectives and how these may be achieved. Clearly this is a
negotiated experience if formal learning is involved. So, the emphasis is on process
rather than outcome. By being person-centred, ownership over the learning is
enhanced as well as the likelihood that the learning will in fact be meaningful.

Most evaluations of learning occur at the end of some sort of program. This approach
suggests that evaluation is ongoing and formative rather than summative, in similar
ways to action learning processes. This means that programs need to be flexible
enough to change. In non-formal learning settings, such as the day-to-day activity in
the workplace, it is a question of designing ways for people to get together and
harness their learning in relation to current projects.

There is an assumption in all of this that while competence in a particular area is
essential, there is a need to move beyond knowledge and skills which really measure
the past, towards a capability that is preparation for the future.

There are now many good examples of workplace learning in the vocational
education and training sector. Usually these involve projects at some work-based
level as a means of assessment and facilitated learning, as opposed to teaching. The
negotiated design of relevant assessment between the learner and facilitator is
essential if the learning is to be at all relevant and person-centred. The guru factor is
removed.

It is surprising the extent to which effort is put into designing what are purported to
be self-directed learning materials in print form that now appear on the web as
‘online learning’. Most learning materials of this form are in fact teacher-centred
rather than self-directed and usually consist of directed reading, content and concept
summaries and then activities, or some such combination. A heutagogical approach
emphasises the provision of resources rather than content. If an outcome or
assessment is designed in the right kind of way (and negotiated) and a few signposts
are provided, learners have to try and make sense of the topic or issue and come to
their own conclusions (which they will do anyway despite what the teacher says).
Learner-directed questions become the norm, rather than teacher-directed answers.

Team-based approaches to learning assist people to learn how to cooperate in teams.
However, there is not much point in this process if, in fact, assessment is designed as
competitive rather than cooperative. Again, negotiation is a critical skill and needs to
be as much a win-win process as possible.

As Dawkins has suggested, answers are easy to find; it is knowing what questions to
ask that is the real limit to our understanding. A real challenge to the designers of
learning experiences - whether they are formal or informal - is to be creative enough
to have learners ask questions about the universe they inhabit. Our education and
training and management systems are often designed in such a way as to limit this
kind of creative thinking. These systems would rather provide people with the
question and the answer together as a learning package. Heutagogical approaches
suggest a more active role for the learner.
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It’s interesting how much tacit learning people have about all sorts of things, yet they
rarelv articulate it. One way of enhancing learning is to access this tacit learning
people have and then have them question and improve it in new ways that make
sense to them. The key to this is how to create opportunities in everyday work
environments where this can happen, without having to resort to classrooms and the
internet. One of the most common reasons that I hear about why workers do not
access formal training programs is that there is so little "down-time’ to do so; there
are not enough rainy days. Making learning an integral part of day-to-day work and
finding ways to harness that learning and make sense of it is one of the most critical
challenges that faces educators and managers in modern organisations.

Summary

People know how to learn; they did it from birth until they went to school. It's a
question of helping them remember how to do it. We need to help people have
confidence in their perceptions and question their interpretation of reality, within a
framework of competence.

It is worth remembering that a lake is not a river.
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Quality control and employability: are the parameters of
VET in Germany’s Dual System facing severe challenges?

Thomas Deissinger

University of Konstanz (Germany)

All around the world, employers' participation seems to be one of the crucial
problem areas of vocational education and training (VET) development, especially
when it comes to linking it to quality control and general standards of competence.
One of the interesting questions to be addressed towards the German system thus
may be why employers actually offer traineeships on such a highly standardised
level, but also how current changes within the economic environment of VET may
exert pressure on the Dual System in terms of more flexible training schemes. My
major proposition is that dual training arrangements alone do neither necessarily
solve quality problems in the delivery of VET nor improve VET links to the labour
market. An essential strategy should be to further develop holistic training courses
linked to apprenticeship models and embed both into a Dual System and a
comprehensive system of quality control of VET.

Basic organisation of the VET system in Germany

Dual apprenticeships in Germany exist in nearly all branches of the economy
including the professions and parts of the civil service. In 1999, some 630,000 young
people took up an apprenticeship (for figures see Bundesministerium fiir Bildung
und Forschung 2000). All in all, more than 1.6 million young people - with a female
share of 40% - are learning their trades through the Dual System. In contrast, in
England and Wales, for example, the number of Modern Apprenticeship participants
stood at just 119,000 in March 1998 (Ryan 2001).

Apprentices come from different educational backgrounds although most have an
intermediate or lower secondary school certificate. In recent years, the number of
grammar school leavers taking up DTS training has risen and now stands at 16.8%
(Bundesministerium fiir Bildung und Forschung 2000).

The German Dual System is first of all an alternating training structure - which
means that training takes place in a company providing the apprenticeship and in a
compulsory vocational part-time school (which accounts for one to two days of the
weekly training provision). Secondly, the German system is rooted in an ‘occupation-
orientated’ or genuinely ‘vocational’ training culture; vocationalism in the German
meaning of the term stands for integral qualifications based on uniform training
schemes and highly standardised examination procedures (Benner 1977). This
implies that training is indeed workplace-led and predominantly practical, by
stressing the importance of work experience during the training period. At the same
time, however, the system works in accordance with skill requirements defined
‘around the workplace” (Deissinger 1998; Harney 1985).

Moreover, the Dual System is determined by the involvement of the federal and state
administration which makes occupational standards and conditions of skilled
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apprenticeship legally enforceable as well as marketable (Raggatt 1988). At the same
time, the German ‘training culture’ (Brown and Evans 1994) is based on the notion
that vocational training should not only be interpreted as a contractual duty but also
as an educational process.

Finally, the fact that the state’s function is actually restricted to securing quality
standards in a predominantly formal manner makes the principle of consensus
perceptively one of the long-standing parameters of dual training in Germany. This
means that public and private as well as semi-private institutions have established
various forms of cooperation within the system and, even more importantly, that the
social partners normally take the initiative when it comes to defining a training
ordinance (Benner 1984).

Apart from dual apprenticeship, the German VET system offers school-based, full-
time courses for young people of which only a minority however lead to a work-
related qualification. In the vocational full-time schools (some 300,000 pupils), 40%
of students obtain a qualification outside the system of recognised skilled
qualifications, but their number only amounts to less than 10% in relation to
apprentices in the Dual System. Therefore it is correct to label the Dual System the
core segment within German VET when it comes to delivering recognised labour-
market relevant vocational qualifications. As a matter of fact, according to the
Vocational Training Act, qualifications may be obtained in a vocational full-time
school as well, but only some 33,000 students actually attend these schools in specific
occupational areas. The overall acceptance of the DTS as the major route for non-
academic training is also backed by the fact that the system of skilled occupations
based on dual training is virtually an exclusive route, as there are no other options of
company-based training available which would find acceptance on the labour
market.

Apprenticeships in the Dual System of VET

The vocational principle and schemes of VET

The vocational or occupational aspect of training already mentioned is reflected
through the structural features of the Dual System. It incorporates a specific quality
of didactical as well as institutional arrangements which determine the ‘application
requirements’ for qualified labour (Kutscha 1992, p 537):

e The idea of an ‘occupation’ refers to “more or less complex combinations of
special achievements’ institutionally fixed and characterised by the use of
related qualifications typical of the respective occupation. Therefore they are
designed to fulfil the functional requirements of the division of labour
(Zabeck 1991, p 559).

e Occupations are integrally structured; they consist of ‘relatively job-
independent but nonetheless job-relevant patterns of labour” whose branch
and individual value is determined by being offered on the labour market as
‘containing special qualities’ (Beck et al 1980, p 20ff). This means that they are
basically non-modular patterns of skills and knowledge.
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o Occupations exist not only as ‘gainful’ or ‘grown-up employment’ but as
‘skilled occupations’, ie thev are the starting point as well as the target of the
training process whose ‘organisational picture’ (Brater 1981, p 32} is
standardised by state statutes and thus significantly removed from the
limitations and functionalisation of individual firms.

* State-standardised ‘skilled occupations’ are the framework of a standardised
training course of set duration in which the quantity and quality of the
acquired skills and knowledge is supervised and validated through
intermediate and final examinations as well as certified in a way acceptable to
the market. '

The conditions of skilled apprenticeship hence are closely linked with the
prerequisite of homogeneous training schemes based on governmental training
ordinances. The mandatory contents of a training ordinance are specified in the
Vocational Training Act of 1969 (Deissinger 1996). The so-called ‘principle of
exclusiveness’ makes sure that training ordinances represent the only way leading
young people into skilled employment. The idea behind this strict principle is based
on the conviction that the training course should pin companies down to the skill
range of an occupation which is marketable beyond the training company itself (Beck
et al 1980). The procedure which leads to training ordinances claims to be reality-
based and tries to take account of newly developing job requirements stimulated by
organisational and technological changes. Since the passing of the Vocational
Training Act, some 250 recognised skilled occupations ‘have been based on new
‘training ordinances’ following the vocational principle. They apply to 97% of all
apprentices. At present the number of existing skilled occupations amounts to 356.
Training ordinances set up the didactical pattern of the qualification process leading
to an examination before a competent authority’ (Benner 1977).

Three basic schemes may be distinguished:

¢ The vast majority of training schemes are designed as ‘mono occupations’
(type 1), not allowing for specialisation or differentiation of training time or
training content. It is assumed that a broad basis of elementary vocational
qualifications supports a maximum of flexibility and mobility between
different workplaces and firms.

¢ A similar understanding is used in the training schemes within the metal and
electrical sectors referred to as ‘specialised basic occupations’ (type 2) that
were issued in the late eighties; specialisation takes place after an initial
training period of normally one year which is common to a range of
interrelated occupations.

» Even stage training courses (type 3) taking account of two qualification levels
are based on the assumption that skills at each level must be uniform and
marketable by representing an occupational standard, not just a bundle of
specific competences.

The vocational or occupational principle (Berufsprinzip) is mirrored in the facets of
the Dual System in so far as training schemes (which also determine the school
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curricula) are specified along the lines of conventional patterns of consensus finding
among social partners, which are assisted by an umbrella function of the federal
educational administration represented by the Federal Institute of Vocational
Training. However, only two thirds of the syllabus used in vocational part-time
schools refer to vocational subjects, as general education is a natural component of
the curriculum. The latter is also underlined by the fact that legal foundations for
dual training stem from different backgrounds. Whereas part-time school attendance
is enforced by the educational law, the Vocational Training Act is a specified labour
or contractual law which has been amended by public regulations such as chamber
supervision of training and prescriptions of quality control in terms of trainers’
qualifications and training contents. As to the dual principle, it should be noted that
cooperation between the learning venues has always been considered an issue of
concern in the scientific community (Euler 1999). However, there are no
institutionalised forms of cooperation on a large scale in the German system. It
highly depends on local schools and companies in the way they coordinate their
training beyond what is prescribed in the training ordinances.

Employer commitment within the Dual System

The training market in Germany has the character of a suppliers’ market’ (Greinert
1994, p 80). Companies provide training opportunities on a totally voluntary basis
but in structural terms they are by far the most important learning venues in the
Dual System, as two thirds of the training time is spent at the workplace or in
training workshops. Also, in terms of the financial burden, companies shoulder the
lion’s share of training costs. In 1999, companies invested nearly 40 billion Marks into
the Dual System, while the contribution of the federal and state governments
amounted to a comparatively low 5.4 billion Marks (Bundesministerium fiir Bildung
und Forschung 2000, p 122). While the overall training quota in Germany is only
24.2% (1998), big companies train to a very large extent; 69.7% of companies with
between 50 and 499 employees took part in the Dual System in 1998 and 93.8% of
companies with 500+ employees entered the training boat. At the same time,
however, it needs to be said that it is in the craft sector with its many small
companies that training has a long-standing tradition, and that some 600,000 young
people out of the total of 1.6 million trained in the Dual System get their training in a
craft company under the supervision of a qualified master craftsperson.

The cost argument can be found among the most important reasons which
companies report for not entering training. The panel survey published by the
German Labour Office Research Unit sees the financial aspect of DTS training at
nearly 38% , while 28.6% of companies say that training is too burdening and
complicated for them, but only 12.5% complain about applicants’ educational
background or social skills. In a similar way, it would be wrong to assume that
training under private conditions could be carried out in a homogeneous manner. In-
company training differs by structure, quality and also quantity, depending on the
situation on the labour market. As a matter of fact, two basic types of in-company
VET may be distinguished.

Firstly, there is training that is part of the working process. This saves the enterprise

money because no separate training infrastructure is needed. Secondly, there is
training that is pursued in a more or less systematic way and mostly conducted out
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of the workplace - ie in a specific training environment, such as a training workshop
or training plant. This VET naturally becomes more costly for the firm (Greinert 1994,

p 91).

In the case of high-quality technical training in large enterprises, such as
metalworking and engineering, industrial training is based on a broad infrastructure
that includes full-time trainers, sophisticated learning material, project work and
theoretical lessons. This training is selective, as recruitment is based on aptitude tests
and apprentices are expected to have passed high-quality school exams. Training of
this type is highly standardised through clear-cut rotation schemes which channel
the apprentice through the different departments and workshops of the company. In
the case of commercial occupations, such as banking and insurance, training
normally is also highly standardised once it is carried out in bigger enterprises such
as the major banks. It differs from unsystematic training, because it stresses
theoretical skills in the learning process and thus tries to bridge the gap between
school and company, which is often seen as one of the deficit areas within the Dual
System.

On the opposite side, in the craft sector, training appears to be closely attached to
daily working routines and therefore has traditionally been labelled ‘laissez-faire
training’ or ‘training en passant’. As a matter of fact, in the sixties, the so-called
‘apprenticeship issue’ was triggered as an issue of public and political concern
because critics of the Dual System claimed that most traineeships never reached a
reasonable systematic or pedagogical level. Here training is certainly in danger of
missing the comprehensive scope of the training occupation and of failing to provide
systematic insight into the field of work, as the latter is basically left to the vocational
school.

The functional contribution of the Chamber Organisation to quality control
within the Dual System

All apprenticeships have to be based on a training contract or apprenticeship
indenture. It is the Vocational Training Act which makes general provisions with
respect to the structure and duration of the training period, the time devoted to
training every day, the apprentice's pay (subject to collective bargaining) as well as
his or her rights and duties (Deissinger 1996). The essentials concerning the training
relationship between the training company and the trainee or apprentice must be
laid down in writing (Greinert 1994, pp 86f). The contract obliges the training
employer, above all, to ensure that the necessary abilities and knowledge be
imparted to the apprentice. This means that training has to be purposeful and
organised in accordance with the formal training objective that consists of passing
the examination before the chamber. The educational content of the indenture may
be measured by the emphasis the Act places on the requirement of skilled training
personnel as well as by the fact that there is an obligation of the training firm to see
that the trainee is encouraged to develop his/ her personality and that he/she is
protected from physical or moral danger.

Therefore, all companies in Germany are legally bound to a system which prevents

them from training young people simply in accordance with their economic or
technological needs. The training log book, which the apprentice has to keep, must
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be regularly checked and signed by the person - a trainer or master - who is in charge
of instructing and monitoring the apprentice in the training firm. Weaknesses and
abuses of in-company training can be lamented before the chamber from either side.
Moreover, apprentices must not be treated as ordinary employees; they shall only be
entrusted with work related to the purpose of their training and commensurate with
their powers. Firms' duties also include the releasing of trainees from work both for
attendance at the vocational school and for sitting examinations. On the other hand,
apprentices must also comply with certain requirements concerning their behaviour,
particularly their duty to attend the vocational school. Hence, the notion of DTS
training is clearly reflected in the legal provisions governing the in-company part of
the Dual System.

It was with the so-called Craft Protection Act in 1897 that the contours of the modern
German DTS emerged. The regional craft chambers as well as the local guilds were
installed as major agents of training which, in particular, meant that they were
authorised to hold examinations for ‘journeymen’ and masters. The notion of the
skilled craftsperson thus became rooted within a framework of self-government
based on economic law. The Act also confined the technical qualification required for
the training of apprentices to skilled ‘journeymen’ of at least 24 years of age who had
either served a three-year apprenticeship or pursued their trades for at least five
years as independent artisans. Indentures became general practice in the craft sector,
as well as the three-year training period (Deissinger 1994). Only after the First World
War, industrial employers' organisations began to work out training profiles for their
branches and occupations. Their attempt to establish a mode of training apart from
the craft sector was more apparently linked to the idea of systematised training
schemes than to vocational traditions (Schiitte 1992, pp 79ff).

However, from the mid-twenties onwards, the newly established chambers of
industry and commerce embarked on holding examinations for industrial workers,
which until then had been the exclusive right of the craft chambers (Muth 1985).
Despite its more modern character, industrial training factually copied the
corporatist framework and the occupational orientation of training. At the same time
the role of the state remained that of a sanctioning agent. The dominant feature of in-
company training in Germany up to 1969, when the Vocational Training Act came
into operation, can be seen in the sole responsibility of firms and chambers - clearly a
tribute to classical apprenticeship as it had been revitalised in the late nineteenth
century (Zabeck 1975).

The specific combination of traditional apprenticeship features, standardisation and
state quality control becomes manifest in the Vocational Training Act which exposes
the chambers as crucial agents of VET (Deissinger 1996).

Links of VET to the labour market

The share of apprentices among employees in the German economy is around 5%.
Hereby, the distribution among companies of different size is fairly similar, although
smaller companies on average take a larger proportion of trainees in relation to their
employees. In 1998, 52% of apprentices received their training in companies with up
to 50 employees while 48% trained in firms with a workforce of more than 50
(Bundesministerium fiir Bildung und Forschung 2000, p 124). Some 50% of German
companies possess the qualifications needed to take apprentices. This does not mean
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that all these firms actually take part in the Dual System. In 1998, some 24% of all
German companies offered apprenticeships to the market (Bundesministerium fiir
Bildung und Forschung 2000, p 128). The inclination to establish training
opportunities on the side of German companies declined in the nineties, aithough
now, with the economy producing more steam, the situation on the training market -
clearly dependent on the general constitution of the labour market - has improved
against the late nineties.

Against the background of some 630,000 new training contracts in 1999, the number
of unprovided young people (in the whole of Germany) went down by 18%, as
against 1998. On 5 October 2000, the Federal Ministry of Education reported in a
press release that the number of school-leavers still seeking a traineeship had
decreased even by 20% against 1999 (Pressemitteilung no 156/2000, vom 5.10.2000).
Nevertheless, the Ministry points out that the losses of training places produced in
the nineties have not yet been compensated. And it should also be noted that for
demographic reasons demand for training places is expected to rise up to 700,000 per
year by the year 2005 (Bundesministerium fiir Bildung und Forschung 2000, p 10).
Therefore the Federal Government has made it clear that it sees the situation still far
from being satisfactory, as steps to cure the unstable situation on the training market
in the new federal states still require apprenticeship subsidies and supra-plant
training arrangements. As a matter of fact, the fragile economic framework in the
east has made it necessary to pump public subsidies into training schemes which are
not linked to the Dual System directly but have been created for the purpose of
establishing alternative ways of vocational preparation and integration. It is apparent
from this that Germany’s VET system remains exposed to structural and regional
frictions and under pressure from external developments.

While in the craft sector the number of new apprenticeships in 1999 fell slightly, it
rose by 45.3% in the new IT occupations. As unemployment certainly produces
particular strain for the training system, the problems at ‘threshold two’, from
training into employment, have sharpened in recent years. Although the training
system and the employment sector are bound by a strong professional or vocational
link (Deissinger 1998; Konietzka and Lempert 1998; Maurice 1993), career
opportunities in the nineties, even if grounded in skilled training, were clearly more
exposed to labour market restraints than in former decades (Timmermann 1994, pp
81 ff). The Federal Labour Office reports that youth unemployment (under 25) rose
from 8.5% in 1993 to 12.2% in 1997, although at February 2001 it was again at 10.1%.
In general, however, unemployed people under 25 suffer unemployment for a
shorter period than the average unemployed person. This does not compensate for
the fact that, in 1997, 27% of apprentices in the old federal states and 39% in the new
states became unemployed at the end of their training course (Bundesministerium
fiir Bildung und Forschung 1999, pp 146-148).

Another important aspect illustrating the links between training and the labour
market is the rate of take-over from apprenticeship into regular full-time
employment within the training firm, which has always been considered one of the
major advantages of German dual training. This rate naturally differs among the
various sectors of the economy and is reported to be highest in primary industries
such as mining and energy, as well as in the banking and insurance sector. Normally,
take-over in bigger companies with more than 500 employees is higher than in small-
sized enterprises with fewer than 10 employees (73.3% as against 41.9% in 1997 in the
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old federal states). The average rate of take-over into salaried employment in the
training company is 58% (Bundesministerium fiir Bildung und Forschung 2000, p
154). However, it should not be ignored that in the new federal states, take-over is
lower than on average (just 46%). And there are also striking differences between the
banking and insurance sector with more than 80%, and eg hotel and catering with a
meagre 37%. '

Against this background, it is obvious that unemployment rates naturally differ from
branch to branch as there is no guarantee to actually enter employment successfully
after training. Because training of course is an economiic and financial issue for any
company, it may be said that once young people take the hurdle into apprenticeship
they have good employment prospects, since the training market undoubtedly
functions as a ‘pre-selection market’ for future employees.

Despite all of these frictions, the German economy seems prepared to absorb
qualified labour to a large extent. According to a recent survey carried out for the
Institute of the German Economy, apprenticeship leavers will have the best
opportunities to find a job among all graduates - both academic and non-academic.
42% of German companies are actually intending to augment their apprenticed
labour force, while 38% expect to fill up their labour stock with academically
qualified personnel. And it seems to be a positive signal from the training market
that while new training contracts in general rose by 2% in the East and 3% in the
West, IT traineeships jumped up by 45%. At the same time, the stock of young
people who could not get an apprenticeship has never been so low since 1993.

At the same time, however, it is expected that every year some 100,000 young people
will leave general education without a formal qualification (Beckers 1998, p 16) and
their situation appears to be influenced by at least three structural factors.

Firstly, with the emergence of the new technologies and the disappearance of old-
established training occupations, the lower segment of skilled practical work has
been shrinking in quantitative terms. In a ‘globalising’ economic environment, this
means that income and career opportunities for young people with minor or no
general or vocational qualifications are bound to decrease, although the craft sector
has recently reported, for the first time in many years, an oversupply of training
places, even in the East of Germany.

However, the new occupational profiles, designed and decreed in the past fifteen
years, have proven too demanding for the 'weaker’ learners. Consequently,
companies become more and more selective as they act in a training market where
the supply of training places fails to meet the demand quite regularly.

Regional diversity, which has always led to imbalances in Germany’s training
statistics, seems to aggravate the situation, as young people looking for an
apprenticeship placement in the East of Germany (the new federal states) have to
find their way into a labour and training market which is tighter and less accessible
than in the Western states.

Against this background, reforming the system by modifying and extending the
range of formal training opportunities appears at first glance a reasonable strategy to
avoid youth unemployment due to the partial failure of the VET system. However,
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whereas upgrading the system by offering new exacting training schemes has been
enforced in the past two decades, the lower end of the qualification ladder has been
neglected. One of the more recent innovations has been carried out in the
Information Technology (IT) occupations, which now cover a so far neglected
segment of the labour market. It can be assumed that these occupations, among
others, will most definitely exclude substantial numbers of young people who fail to
reach a certain educational standard. Companies nowadays expect a broad general
education alongside computer literacy, and they want to build a specific
occupational knowledge on this. According to an analysis carried out by the Federal
Institute of Vocational Training, only 50% of companies actually want to hire
graduates from the tertiary sector. This proves that the new occupations are being
taken on by industry. Nevertheless, this could lead to an even more socially
segmented training market. At the same time, school-based forms of work
preparation seem to gain importance as a ‘catch-all’ for unsuccessful school leavers.
It may thus be argued that the ‘crisis” of the Dual System appears first and foremost
to be conditioned by volatile labour markets and other external factors, rather than
by qualitative problems or structural inflexibility of the system itself.

Apprenticeships and modularisation

Beyond all of these quantitative considerations, skepticism in the German VET
debate has for some time become centred around the question of whether modular
principles are generally compatible with the organisational features of the Dual
System as well as with the didactical pattern and pedagogical understanding
underlying training arrangements (Deissinger 1998; Deissinger 1999). The (uestion
is: how should Germany’s vocational training system react with respect to the
problem of integrating the slow learners or those belonging to the ‘problem’ groups?
At the same time, dual training is expected to be brought up to date in terms of new
training contents and training methods to ensure quality standards and the matching
of training and work. From an institutional and didactical point of view, three ways
are conceivable:

» fragmentation
* sequentiation/differentiation
e stage training courses/supplementation.

Fragmentation concept

The first approach could be to dissolve occupational patterns by establishing a
modular system with variable access opportunities and flexible levels of qualification
standards. England and Scotland, with their respective certification systems, have
established a competence approach linked to modularisable qualifications defined by
employers and assessed in the workplace (Deissinger 1999; Hodgson and Spours
1997; Pilz 1999; Steedman 1998). This system has been designed to substitute
traditional qualifications that were criticised as obsolete and also to bring the spheres
of general and vocational education together. As it has provoked criticism ranging
from the general reproach of quality regression to the contention that these
qualifications work according to behaviouristic principles (Hyland 1995), there is
serious doubt whether a modular approach of this radical kind could pay tribute to



the quality standards underlying the Dual System mentioned above or form a
serious alternative to traditional apprenticeship (Deissinger 1998, pp 205 ff).

Sequentiation/differentiation concept

On the other hand, implanting modules within courses of training as didactical
elements need not necessarily result in the dumping of occupational skill formation
(Euler 1998, pp 96 ff; Kloas 1997). It will be crucial, however, that even modularised
profiles become accepted in the labour market in the long run. This clearly requires
combining the notion of quality control with a strong will to keep the number of
occupations comparatively low. The advantageous effects of such a ‘mild’ strategy
could be that the modernisation of training content would become easier by inserting
revised modules into schemes, and that retraining could be more immediately linked
to initial VET in the Dual System. This option would in the first place contribute to
adapting the training system to technological developments, but could also help
companies to train young people according to firm-specific needs. Therefore, it
would pay tribute to specialisation and modernisation requirements. The IT schemes
are a recent example of this approach to modularisation; here, the training contract
can be specified in terms of an optional module in year three of the training course.
This comes close to the so-called ‘Satellite Model’ developed by the German
Chamber Association. It is the view of the chambers that there ought to be ’three
freedoms’ for companies when settling the training contract: (i) reducing the training
length to a minimum of two years; (ii) inserting both optional and additional
modaules into the training process which remain based on fundamental skills for
everybody learning this occupation; (iii) and bringing more flexibility to examination
procedures (Deutscher Industrie - und Handelstag 1999). The problem is that these
‘freedoms’ imply that training in a specific occupation could become ‘individualised’
to an extent that rates the needs of companies higher than the ‘vocational’ quality of
the training scheme.

Stage training courses/supplementation concept

A third way to bring more flexibility into the Dual System could be to increase the
number of formal levels at which vocational qualifications are obtained. Providing
more flexibility by paying more attention to the educational achievements of young
people seems, at least at first glance, more agreeable among interest groups involved
in German vocational training policy than a plain modular approach. One future
reform option could therefore be to supplement the current uniform training
schemes by offering an extra set of formal qualifications for the more potent learners
(Pahl and Rach 1999). At the other end of the qualification ladder, differentiation
could lead to special training courses for weaker learners, including new stage-
structured training schemes. The social partners are currently debating the topic of
shorter training times. By stressing the standards of training and the quality aspect,
the German trade unions and the crafts combine in their efforts to preserve the
traditional occupation-based pattern within the Dual System. Whereas trade unions
have always feared that low-standard training would automatically lead to new
wage structures (Kuda 1996, p 18), the crafts expect that the occupational principle
could be at peril if, for example, the ‘small journeyman certificate’ was introduced
(Beckers 1988). In the industrial sector, however, two-year training courses would be
welcome although demand here is not universal (Zedler 1996). The General Secretary
of the Federal Institute of Vocational Training has made it clear that differentiation
should not mean giving up the totality of a skilled occupation (Piitz 1997). Also, one
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of the most recent statements of the Federal Minister of Education and Research
underlines that less exacting occupations ought to require three-year courses and
would therefore not establish a ‘second class” Dual System.

There is neither a clear nor a final perspective for the features of new training
schemes - be it for the sake of weaker learners or emplovers' flexibility demands. It
will certainly depend on the extent to which modular principles penetrate into the
German system. The three options indicate that modularisation can adopt different
forms. Therefore it seems feasible to alter vocational courses along the lines of a
differentiation model (option 2). However, while optional supplementary modules
linked to different stages of training would also be compatible with the occupational
principle (option 3), a fragmentation concept (option 1) use in the British systems
would certainly break a long-standing tradition of VET (Deissinger 1999, pp 199 ff;
Pilz 1999). Hence any reform option will have to be measured against its potential
effects on the principle of occupational or vocational orientation and its social
function (Adler and Lennartz 2000; Kutscha 1998, p 259), as it must be harmonised
with the traditional notion of quality control and marketability of qualifications
(Berger et al 2000). More clearly, however, any reform will also have to prove
whether it will cause employers to offer training in any stratum of the training
system.
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The need for the transfer of competence across workplaces and work
communities is a fundamental platform which reverberates through the
public policy and rhetoric of vocational education and learning. What is
not clear is how this goal is to be achieved. Nor is its inclusion in our
practice as cducators and researchers either specified or overtly
encouraged. Can it therefore be assumed that the transfer of competence
is an innate ability? Or do we need to find ways in which to enhance the
ability of our workforce to ecffectively transfer their competence in
response to workplace change?

This paper reports on the findings to date from a PhD research project
into the transfer of competence across workplace contexts. It establishes a
framework for learning which is student centred and which integrates the
concepts of activity theory (Engestrom 1999), cxpansive learning
(Bateson 1972), communitics of practice (Billett 1998) and multiple
intelligences (Gardner 1999). It looks at the shift in teaching practice
which is essential if learners are to be actively empowered to learn in
ways which reduce their conditioned dependency on formal Icarning tools
and ritualised events and develop their capacity for lifelong experiential
and investigative learning.

This paper is a tangible outcome of a research process which started around the
concept of the transfer of competence across different working situations.
Consideration of transfer gives rise to a host of questions: What is it? How does it
occur? Why are some people apparently better at it than others? What motivates
people to transfer what they know and can do to new situations? What inhibits the
process? What teaching strategies encourage the development of transfer skills?
What strategies inhibit transfer? What are the key capabilities needed to initiate and
sustain transfer?

The transfer of skills and knowledge across contexts is a fundamental part of the
rhetoric of teaching and educational provision. It is a mantra which repeats itself
within our educational policy and resource allocations. What, if anything, is the basis
for frequent assertions within policy and literature that if our workforce learns ‘...,
then they will become flexible workers able to adapt to workplace changes
concomitant with rapid technological development?

Methodology

The aim of my ongoing research is to collect the perceptions of those involved in
vocational education and training, especially those involved in work-based learning
and situated learning. In an earlier presentation (Down 1999), the raw data collected
from 14 in-depth interviews with practitioners was discussed in general terms. Since
then, an attempt to systematically analyse this data, using a matrix developed by
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Engestrom (1999, p 6), has been made. Arising from this and from an ongoing
literature search, a model for describing learning for transfer has been developed.

This model will be used as the basis of an electronic questionnaire which will then be
forwarded to at least 120 practitioners for feedback and validation. The responses
will provide the data on which an enhanced model will be developed. Figure 1
provides a diagrammatic view of the research design.

Figure 1: Research design
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Analysis of data

The conceptual framework within which the stage 1 data has been analysed is based
on a matrix for the analysis of expansive learning developed by Engestrom (1999, p
6). This matrix is derived from a consideration of learning within the framework of
activity theory. Engestrom argues that standard theories of learning are based on the
proposition that the knowledge or skill to be acquired is itself stable and reasonably
well-defined and that there is a competent teacher who knows what is to be learnt. In
contrast, learning in the workplace is often concerned with something which is not
stable, nor even defined or understood ahead of time. This is the learning involved in
personal and organisational transformation and thus, it may be argued, is an
essential aspect of learning for transfer.

Expansive learning may be seen to develop from Bateson’s (1972) theory of learning.

Bateson distinguished between three levels of learning. These are outlined in the
following table:

Table I: Bateson’s levels of learning

Description Example
level 1 conditioning through the acquisition learning the correct
of responses deemed correct withina | answers and behaviours in
given context a classroom
level 11 acquisition of the deep-seated rules learning the “hidden
and patterns of behaviour curriculum’ of what it
characteristic to the context itself means to be a student
level III | radical questioning of the sense and learning leading to change
meaning of the context and the in organisational practices
construction of a wider alternative
context

Expansive learning develops from level Il learning and actively and collectively
develops new patterns of activity. The matrix developed for the analysis of
expansive learning combines the five principles of activity system thinking with four
fundamental questions about learning.

The first principle of activity theory is that ‘a collective, artifact-mediated and object-
oriented activity system ... is taken as the prime unit of analysis’ (Engestrém 1999, p
4). This is illustrated in Figure 2.
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Figure 2: Minimal model for activity theory (Engestrdm 1999)
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This means that the analysis of a system of activity, whether this is a group or
individual activity, needs to be analysed within the context of the activity according
to an identification of the mediating artefacts, the community of practice in which the
group or individual is embedded, the applicable rules and the division of labour
involved - as all these will impact on the outcome of the activity.

The second principle is the multi-voicedness of activity systems, which are
necessarily a community of multiple-points of view, traditions and interests. The
third principle is historicity as activity systems take shape and get transformed over
a period of time. Hence, their problems and potentials can only be understood
against their own history. The fourth principle is concerned with the central role of
contradictions as sources of change and development, whilst the fifth principle
asserts that activity systems undergo expansive transformations when the object and
motive of the activity ‘are reconceptualised to embrace a radically wider horizon of
possibilities than in the previous mode of the activity’ (Engestrom 1999, p 5).

Figure 3 shows the matrix which was used to analyse the stage 1 research data.
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Figure 3: Matrix for the analysis of expansive learning (Engestrom 1999)

unit of
analysis

Activity
system as
Multi-
voicedness
Historicity
Contradictions
Expansive
cycles

Who is
learning?

Why do they
learn?

What do they
learn?

How do they
learn?

Outcomes of the analysis

Whilst time-consuming and difficult, the analysis enabled the recognition of the
paradoxes and unresolved contradictions which were apparent in all the interviews.
It also enabled the identification of emerging views, as the discipline of working
through the concept of transfer and its manifestations gave rise to new insights and
understandings.

One of the most intriguing things shown by the analysis is that, for many of the
participants, the multi-voicedness was internal as they slipped between themselves
as learners and themselves as facilitators of learning. Thus two clear systems could
be identified depending on the role the participant was reflecting on, and these
systems carried their own historicity and contradictions.

As a result of this, it is intended to re-interview the participants in an attempt to
determine whether such factors will give rise to expansive learning about their
perceptions of learning for transfer.

A model of learning for transfer

The exercise of analysis through the expansive learning framework allowed me to
give form to a model of learning which I believe starts to pull together a number of
approaches to learning which are linked within the literature to learning for transfer.
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The diagram (shown in two possible configurations) on the following page shows
the bare bones of what my thesis is at present - it will no doubt change as I continue
my research. The diagram attempts to represent a cross-section through a learning
spiral. The argument which underpins this diagram is that, if this is a reasonable
depiction of how learning might be considered, then we need to shift our focus away
from the provision of information to the facilitation of the learner’s ability to unpack
and repack, analyse and synthesise, or deconstruct and reconstruct his/her current
learnings against existing understandings within multiple frameworks, in a different
configuration.

This deconstruction and reconstruction has multiple starting points and results in
different configurations of learning. It is not putting the puzzle back again into a
known form; it is the creation of new and deeper understandings.

Recent work by Marton and Booth (1997) and Bowden and Marton (1998) presents
the theory that it is through the experience of difference, rather than the recognition
of similarity, that we learn. Certainly the third step in my learning loop represents
learning as a result of the perception and experience of difference. The questioning of
this perceived or experienced difference generates ‘puzzlement’ and transforms it
from fuzzy confusion to tangible questions which lead to interest, motivation to learn
and the exercise of imagination. It results in the generation and consideration of
innovative answers and alternatives.

The rationale for this is that the recognition of similarity (or learning through
patterning) limits the depth of the learning as it limits learners’ exposure to risk and
prevents them from having to leave their learning comfort zone. Much of our
conditioned learning during compulsory schooling is characterised by an emphasis
on patterning and linear logic. These are both learning tools can could be said to
minimise the risk of getting the ‘wrong’ answer and form the basis for the
development of social conformity and adherence to social mores.

In contrast, our informal learning is characterised by a ‘trial and error’ approach, in
which we accept that we will probably make mistakes but that we will learn through
these. This is learning in the context of variation and is often characterised by lateral
and innovative thinking. Learning through variation necessarily involves the learner
in the double loop of problem solving and reflective thinking.
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This also means that what is learned is disembedded (partially or completely) from
the method of learning. By contrast, learning through patterning results in learning
in which the method of learning and the learning are deeply embedded and not
dissociated.

It is also important to recognise that our learning is underpinned by unconscious
modifications which result from an individual learner’s experience and orientation,
the language structure and medium in which the learning is expressed and the
contexts and environments (physical, social, intellectual and psychological) in which
it occurs.

Learning can be aborted at any point along the loop. My current research suggests
that failure to continue learning occurs when it becomes too hard or the risk is too
great relative to the learner’s motivation to learn. Thus, within the learning process,
the learner must have access to or develop strategies to store and organise partial
learnings.

The last step in a learning loop is the final breaking of the learner’s dependency on
the method or environment of learning and signals that the learner is capable of
flexible, autonomous and independent transfer of his/her acquired competence. This
involves ’letting go’ of his/her reliance on the learning props which have been used
to initiate, motivate and support learning and includes undue dependence on:

¢ external motivators

¢ teachers and mentors

¢ co-learners and colleagues

e methods and strategies of learning

e ’prods and pokes’ which detract from learning independence and autonomy.

The concept of spontaneous transfer! (which is implied in the fourth stage of my
diagram) is a contested one. A number of researchers, mainly cognitive
psychologists, argue that it is a myth, maintaining that there is no empirical evidence
that spontaneous transfer does occur (Misko 1998). ‘

I cannot agree with this as my experience (and those of students, colleagues and
research participants) is rich with incidents where quite autonomous and
independent transfer of competence has occurred. My formative theory on this is
that spontaneous transfer arises from an internal sense of ‘puzzlement’ combined
with the need, imagination and initiative to make meaning out of diversity, paradox
and multiplicity. This probably entails reflection which reflexively crosses the
boundaries between linear and lateral logic; intuition and nous; “big-picture’ and
‘fine-detail’ thinking; and reasoning both "within” and ‘without’ the square.

This probably gives rise to the question of whether it is possible to ‘teach” or for
something to be "taught’. Whilst I still, from habit I suspect, use those terms,  am
becoming increasingly convinced that you cannot teach anyone anything (or is that a
double negative?), nor can you motivate someone to learn. The best that teachers can
do is to facilitate an active, inclusive, interesting and challenging environment
(physical, social, intellectual and psychological/emotional) in which the learner can
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learn and which provides sufficient exposure to variation to cause the learner to
question his/her experience, feelings and thoughts.

Conclusions

If this model does help to explain the complexities of learning for transfer, then it
implies a radical shift from much of the teaching and learning which currently occurs
and is promoted within vocational education and training (VET).

In order to enable educational institutions and enterprises to enthusiastically
embrace a VET approach which ensures that their students become independent of
them, a radical change from the current government- and training authority-imposed
regimes of accountability and audits of activity is required. It requires the courage
and commitment to shift current thinking from a product-oriented model based on
manufacturing processes to the recognition that teaching is a service activity and one
which is only fruitful when teachers and learners work together towards a common
goal; a truly Herculean task.

Moreover, cleaning the Augean Stables is child’s play compared with the challenge
of converting a system, characterised by almost total commitment to learning
through patterning and dependency, to the development of transferable learning.
However, it is imperative in order to ensure that the Australian workforce can
rapidly adapt to technological and work practice change.

Note

1. Basically, spontaneous transfer involves the subject transferring what has been
learned in one context to another without prompting towards a recognition of the
essential similarity of the two contexts.
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Implementation of training packages at RMIT

Cathy Down and Jane Stewart

RMIT University

RMIT University has adopted an approach to Training Packages which
equally values the learning journey of its students with the training
outcomes. This paper will look at the essential educational design issues
including underpinning knowledge, building generic capabilities, graded
assessment and using student-centred approaches which are responsive to
students needs and aspirations. The professional development needed to
support the change in teaching approach will also be discussed. In
addition, an overview of the structural and administrative processes
changes which have been implemented to ensure a quality approach to
Training Packages will be presented.

It has been noted in a range of forums that the flexible capacity of Training Package
qualifications has liberated the learning design process so that it is more capable of

reflecting the needs of particular student cohorts and markets

customising qualifications to a range of industry and enterprise
circumstances

translating the political and industrial contexts of Training Package
development to delivery, planning outcomes and documentation of
assessments

providing multiple interpretations of course structures within the same
qualification

amplifying the underpinning knowledge and generic capabilities

providing multiple reporting formats for a range of pathway outcomes to
meet organisational and student requirements, eg the need to be able to
provide competency statements for employment purposes and graded
assessments for articulation purposes.

RMIT's response to the introduction of Training Packages as the specification of
endorsed vocational education and training (VET) outcomes and qualifications has
been based on an analysis of:

the form and function of training packages and the changes in practice that
are indicated;

the professional needs of RMIT teaching and support staff to implement this
change; and

our obligation to our students to provide them with an educationally sound
and vocationally relevant learning program
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The approach to the implementation of Training Packages which RMIT University
has adopted is one which places equal value on both the learning journey of the
students and their vocational outcomes. It recognises that whilst Training Packages
specify the outcomes to be achieved and the rules for awarding national
qualifications, it is at the RTO level that the learning curriculum must be developed.
This gives the partners in the training process roles which are commensurate with
their particular expertise. Industry representatives define the competencies which
particular industries need and VET teachers and trainers design and develop
learning paths through which industry needs are met.

As a dual sector tertiary provider, RMIT has developed a Teaching and Learning
(T&L) strategy to ensure that the learning needs of its students are met. This strategy
places emphasis on both the learning journey and the learning outcomes. The
authors of this paper believe the process put in place to ensure quality teaching and
learning in Training Package programs is not only consistent with the RMIT T&L
strategy but also represents good practice in the implementation of Training
Packages. Reflecting on the authors’ experience, this paper provides a very short case
study of RMIT practice.

Implementation plan

The RMIT process is built around the development of an Implementation Plan. This
process enables the program team to design the learning paths for particular groups
of students and to ensure that the appropriate learning and administrative support
mechanisms are in place before enrolment forms are issued and learning begins. This
means that there is, necessarily, some lead-in time between the release of a Training
Package at the state level and the commencement of delivery. This runs counter to
bureaucratic demands for immediacy of response. However, faster and better are not
necessarily synonymous and we believe that our leading edge will come from the
quality of teaching and learning at RMIT. Whilst being first to offer a program may
give some market advantage, it is satisfied clients who will seek return business.

The design of learning pathways and programs requires a level of educational
expertise which many of our staff do not possess. This is not surprising given the
emphasis over the last 10+ years on the provision of nationally developed learning
resource packages which have been used as pseudo-curriculum documents by the
majority of VET practitioners. It has, therefore, been recognised that the
implementation of Training Packages must be viewed as a process of staff
development and capacity building as much as that of educational planning and
design.

Thus the development of an Implementation Plan is a process through which
program teams are supported by a mentor to:

¢ identify their educational aims (capacities and competencies) given the
particular group of students they are preparing to work with

¢ understand the agency and affordances of both the RMIT and student
learning environments which need to be utilised to achieve these ends
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* identify Units of Competencyv (UoCs) to be undertaken and design a suitable
learning pathway to achieve them

e develop overall learning and assessment strategies at the program level
» develop at the learning unit level:

an agreed pedagogical approach

learning and assessment strategies and tasks

learning and assessment matrices
a diagnostic instrument for case study assessment

O 0 O0O0

e ensure that all appropriate educational, marketing and administrative
planning has been undertaken and appropriate mechanisms are in place to
support both the students and the learning programs.

Underpinning the Implementation Plan process is an approach to program design
and development which is illustrated in Figure 1. Clearly the development of an
Implementation Plan does not cover the whole of this process. Instead, at the point of
implementation, the Implementation Plan transforms into the Program Log and is
used to collect and collate all information about the program, its administration,
student feedback, progressive improvements, etc. The Program Log and regular
discussion with the program industry advisory committee provides a mechanism on
which both continuous and quantum program improvement processes are based.

The entire process sits within the wider RMIT Educational Quality Assurance (EQA)
and Program Renewal policies, processes and procedures which cover all programs
(TAFE and higher education) within RMIT.

Understanding learning and Training Packages

You cannot tcach anyone anything. You have to let them discover it for
themselves. (Gallileo 1659, cited by Cantrell 2000)

The UoCs have been written on the basis of industry input and are organised to
reflect job functions. They are also based on an understanding of informal workplace
learning rather than formal institutional learning. Learning in the workplace is
necessarily holistic, as different job functions impact on each other and the
workplace context provides inherent consolidation and cohesion which is not
necessarily present within institutional learning.

At RMIT, we have recognised the need to unpack and repack UoCs into Learning
Units (LUs). Such learning units may contain the formative learning for a number of
UoCs to both avoid unnecessary duplication and to provide a learning pathway
which recognises many of the complexities embedded within Training Packages. The
LUs are then organised into an appropriate learning pathway and mapped onto the
appropriate UoCs. This is illustrated by Figure 2.

The LUs are graded on the basis of the quality of the students learning, whereas

UoCs are assessed against the endorsed performance criteria and recorded as either
‘competent’ or ‘not yet competent’. The LUs within a qualification are also used to
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negotiate articulation pathways into higher education programs on the basis of the
developed curriculum.

Whilst this approach has been agreed to by the Office of PETE, there are some
outstanding problems within the National Centre for Vocational Education and
Training (NCVER) audit requirements which we are addressing through the
development of an initial assessment instrument for each LU. This will also provide
us with diagnostic information about a student’s current understanding and capacity
for learning.

Designing the learning pathway

The use of learning units enables RMIT staff to design into their programs many of
the problematic issues which are facing vocational education and training
practitioners. In particular, they enable us to:

* adopt a holistic approach to learning within Training Package programs

¢ group UoCs in order to manage SCHs more effectively

* integrate the key competencies within our students’ learning

* emphasise application of key skills over time

¢ enable reflection and consolidation to be built into our programs

e enable teachers to use active learning techniques to develop a student’s
capacity to learn from action

o allow for assessment which is based on a student’s responses to contingent as
well as routine situations

o address underpinning or embedded knowledge as ‘knowledge in action’
rather than an artificial division into theory and practice

s promote an approach to learning which starts with practice and builds
understanding around it.

The three case studies at the conclusion of this paper show how some of these aims
have been achieved.

Administering Training Packages

Administration systems facilitate reporting the requirements of a range of
stakeholders such as

» reporting formal performance to government bodies (ie AVETMIS)

* reporting compliance to funding bodies

* monitoring reports based on learning pathways by organisational users

¢ providing learning completion and assessment outcome reports to students
and employers.
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At RMIT, these systems have been developed to be intelligent and to reflect the
learning approaches documented within Implementation Plans.

Conventional administration systems reflect corporate imperatives to report
performance against a set of standardised products designed for a relatively stable
market. They respond to a controlled view of education that compartmentalises and
disassociates administration from delivery. In the era of Training Packages, there is a
revolution underway and an explosion of creativity in the design and structuring of
qualifications and associated learning pathways. It is no longer appropriate nor
productive to continue to marginalise and separate the institutional administration
of learning from the business of learning.

The development of new administration systems at RMIT has required a ‘whole-of-
organisation’ approach to bring a range of organisational intelligences together, such
as computer functionality, database construction, systems design and course
structure design. Cross-organisational forums that progress professional
understandings of the constraints and contexts of administration and delivery are
important as well as the development of common definitions of concepts such as
competencies and understandings of computer functionality. The resulting systems
are integrated, flexible, useable and student-centred. For example, at RMIT, in
developing flexible learning pathways for a range of students, we have identified
several ways of defining the learning pathway with varying sequences of learning
units. These LUs group several UoCs and/or splinter other UoCs across several
LUs.

Such LUs constitute the basis of enrolment at RMIT and the database we use is able
to provide information of enrolment and completion at both the LU and the UoC
level. On completion of a Training Package program, students will receive:

e atestament of the appropriate qualification

* astatement of UoCs achieved

¢ an academic statement with graded assessment results for each LU
undertaken.

As a consequence, the administration system is complex and capable of recording
and reporting against multiple data fields, such as

¢ student enrolment in learning packages and related units of competency

¢ registration of multiple interpretations of qualification structures

¢ information on the unit(s) of competency as well as the learning package,
including partial UoCs, underpinning knowledge and assessment
requirements

» completions against learning packages .

e progress towards or completion of UoCs using recognised codes

e transcript of results listing learning packages, units of competencies, grades
and competency

¢ nationally recognised credentials, listing competencies achieved.
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Conclusion

Obviously, the RMIT process is still in its infancy. Implementation Plans for over 100
programs have been prepared to date and these are now being implemented.
Ongoing revisions and improvements are being made as problems and issues arise
and are addressed. A similar number of Implementation Plans are expected to be
developed this year for implementation in 2002.

Whilst it is essential that the vocational education and training RMIT delivers within
a Training Package program is educationally sound and reproduces the conditions
for good learning, it is equally important that there is cohesion between the
educational and administrative processes of the university.

Where proactive dialogue is constructed between the two operational areas
(administration and delivery), a greater understanding of the challenges of
implementing Training Packages is evidenced. The discrepancies between the
ordering of learning, methods of delivery, content and the structure of national
qualifications are complex. Cooperative approaches to implementing Training
Packages should prove effective over the longer term, but up to now have generally
been circumvented by the administrative imperative to log new qualifications on
databases to enable forthcoming enrolments.

In order to ensure that there is more synergy between administration and delivery
and to maximise the flexibility of Training Packages, it is essential that organisations
create cross-organisation planning forums aimed at fostering a whole-of-
organisation approach to the implementation of Training Packages. The move
towards affecting quality recording and reporting to all stakeholders in the VET
system is critically dependent upon opportunities for teachers to plan and create
educationally sound qualification structures collaboratively with administrators who
are designing systems based on sound educational frameworks.

Only through this synergy will we be able to ensure that the learning and assessment
outcomes of Training Package qualifications

¢ arestudent centred

¢ are flexibly structured to support a variety of learner needs

* meet the assessment and qualification requirements of Training Packages

¢ are based on robust pedagogical understandings

s provide consistency of assessment

¢ are informed by and inform quality processes

» support and enhance professional practice

¢ provide for multiple reporting formats for a range of audiences and
intentions.
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Appendix 1 — Case studies

Case study 1

Mary and Josefa approached the task of implementing the CSH Training Packages
with a number of reservations. The programs they coordinated were mainly directed
towards adults returning to study and were at Certificate IIl and IV level. They saw
their role predominantly as inducting their students into the context and culture of
the industry, so that they could operate within the ethics, mores, attitudes and codes
of practice which typify the social and community services of practice.

Thus, they felt that the apparent concentration within Training Packages on
standards of practice would diminish the access of their students to the body of
theory in which such ethics, attitudes etc were embedded. They were also being
faced with other concomitant changes and pressures such as reduced funding, a
greater proportion of sessional staff to full-time staff, introduction of courses at lower
AQF levels, workplace learning etc.

However, they had the advantage of being mentored by one of the writers of part of
the CSH package, as well as the RMIT infrastructure which recognised that the
implementation of Training Packages involved a great deal of educational planning
to identify learning paths, learning and assessment strategies, and associated
processes. They had also been marginally involved in an OTFE toolbox project which
had enabled them to start a learning journey to investigate and integrate different
learning and assessment processes and strategies.

They thus began the process of unpacking the Training Package and repacking itin a
way which would meet the needs of their different groups of students. This included
coming to grips with the idea that learning strategies and approaches would be quite
different for those without experience of the work context to those currently working
within it. This was not an easy process as they, and their colleagues, had to question
and reformulate many of their basic educational assumptions and to accept that
teaching and learning would require far greater planning and flexibility than they
had become accustomed to with national resource and curriculum provision.

The implementation plans which they prepared were therefore the focus of much
stress, uncertainty, anger and challenge, as people came to grips with the change
processes implicit in Training Packages, each of them undertaking, at differing rates,
a learning journey with respect to the change.

Gradually their attitudes changed as Training Packages started to be viewed as
opportunities rather than straightjackets. They realised that part of the process was
to identify the UPK necessary if learners were to achieve the UoC and then to map
out a learning path which enabled their students to access and integrate the
appropriate knowledge within the context of skill development. -

Suddenly, they were flying - seeing Training Packages as a vehicle for change. They
started seeing workbased training as a much richer learning environment than a ‘one
style fits all’ process of classroom delivery. They realised that Training Packages
were a useful tool to facilitate the development of industry links and partnerships,
and that practical placement was a vehicle for learning rather than simply for



Down and Stewart: Implementation of training packages

‘practising’ what had been learned in the classroom, and repositioning assessment as
an integral part of skill development and recognition rather than just the end of a
training process. They have also moved to a view of assessment as the development
of an evidence portfolio rather than a one-off test or demonstration of skill and a
recognition that the achievement of the same outcome can be measured in a variety
of ways. The introduction of Training Package programs delivered with a workbased
focus has also led to greater employment of their students, most of whom are being
offered jobs before they have completed their course.

Mary, Josefa and their colleagues have recently been awarded an NTEU
Commendation from the Institutional Quality and Planning Unit in recognition of
the quality of their educational planning and the excellence of their quality
management.

Case study 2

One program team has developed its learning units in such a way as to enable an
additional learning unit called ‘Program Overview’ to be included. This learning unit
provides for fortnightly review sessions in which the students meet to reflect on their
learning and to identify and consolidate the linkages between the other concurrent
learning units they are undertaking.

This unit is intended to help the students develop the capacity for autonomous and
self-directed learning. It is also expected that it will help the students understand the
connectedness and workplace applications of their learning and to develop the
necessary capabilities for dealing with contingencies and sharing understandings
with others.

The same program team were able to use the learning unit structure to develop an
integrated approach to communication skills which entailed students going out to
industry enterprises to talk to staff and, from the information collected, write reports
and develop presentations about issues of concern to these enterprises.

Case study 3

Almost all programs have UoCs relating to Occupational Health and Safety (OH&S).
In most cases, these units are part of the core competencies and as such are delivered
early in the program of learning. By constructing the learning units appropriately,
our program teams are able to introduce OH&S concepts early in the learning
program, yet refrain from signing off the UoC until the students have demonstrated
that they can apply these concepts in subsequent units.

This approach has also been used with UoCs concerned with communication and
interpersonal skills, group work, management skills and information technology.
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Down and Stewart: Implementation of training packages

Figure 3: Conventional administration and learning system development
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Down and Stewart: Implementation of training packages

Figure 4: Reformed approach to administration and learning system development
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Teachers’ needs in supporting students with a disability
in the classroom: a research report

An introductory paper to some aspects of the report by G Eraclides and V Achia,
May 2000, Box Hill Institute

George Eraclides
Box Hill Institute of TAFE, Victoria

The satisfaction of a teacher comes from the internal reward of seeing a
student do something they’ve never been able to do before. When you
unknowingly come up against a student who has a disability, and no
matter how hard you’ve worked on the situation, in the end nothing gets
through, then you realise there was something wrong and you should
have recognised it and didn’t - then it’s a bit like being in the doldrums. I
should have done better.

This quote more than any other encapsulates the predicament of a teacher working
with a student with a disability. An experienced teacher feels frustrated for a number
of reasons. He/ she "discovers’ one of the students has a disability. The teacher tries
to deal with it; realises the limitations of his/her knowledge and skills; the teacher
fails. That teacher accepts he/she should have been able to do better. The traditional
reward for the teacher is simply not there in this case.

Our research uncovered many such stories. Even teachers who believed they coped
quite well felt they could do better given the right sort of assistance or resourcing.

In the overwhelming number of cases, teachers were committed to providing fair
and high quality outcomes for all students irrespective of whether these students had
a disability.

It is an indication of how educationally challenging an area this can be, where even
with the best will in the world, and targeted assistance by specialists in the Institute,
there can be failures leading to inadequate outcomes for a student and outright
frustration for the teacher.

The method

The research was initiated by Box Hill Institute (Melbourne) at the request of the

Disability Liaison Unit of the Institute, in order to find out what teachers thought
about working with students with a disability and what kinds of factors affected

their practices.

Box Hill Institute is a multi-campus facility in the eastern part of Melbourne,
providing a very broad range of VET courses as well as various preparatory, VCE
and specialist courses. Disability services are centralised at one campus in reasonable

proximity to the others.
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Our method was based on the techniques of qualitative research. We spoke
confidentially and at great length to 12 teachers in individual interviews. They were
a balanced group in terms of gender, from various campuses and diverse subject
areas.

We grouped our standardised questions into four categories:

e background and experience
¢ attitude

e professional issues

e recommendations.

Following the collation of the transcripts, a special meeting was held in order to
address professional concerns and make recommendations. The full research report
makes use of direct quotes in order to allow the teachers’” own voices'to be heard.

We deliberately did no research into disability policies and practices at the Institute,
in order to minimise the effect of our prior knowledge at the interview stage. We
were concerned to record the impressions and attitudes of teachers in as pure a form
as we could.

The full report, as published by the Institute, accurately reflects the research process.
No attempt was made to correct the grammar or amend the intensity of the language
used.

Findings

There were numerous findings which were consistent with expectations and which
add to previous research; then there were some which confounded and surprised us.

Teaching students with a disability is of course a challenge. It does require more time
and effort. Teachers had little, if any, formal training in dealing with disability; they
based their practice on whatever teaching experiences they previously had, the
support of fellow teachers, and the assistance of the Disability Liaison Unit (DLU).
The chronic shortage of resources in TAFE and the overall pressure to do more with
less were cited as some of the reasons why teachers felt they did not do as well as
they might. Combined with a sense that they do not fully understand the
implications of a disability on the learning process, it therefore is to be expected that
teachers are very concerned about the quality of their work.

Overwhelmingly, there was a belief that people with a disability belonged in TAFE
by natural right, by the principles of social justice, and on the basis of fundamental
human goodwill and a sense of welcome to all.

The commitment to quality and self-improvement was clearly in evidence, and most
teachers believed that they were positively challenged by their experiences in
teaching students with a disability. '

Teachers found some kinds of disabilities harder to deal with than others (for

instance those involving mental states); they needed a knowledge base on learning
styles appropriate to different disabilities; and there were some problems in the

234



relationships between teachers and support workers. Ultimately, without the
specialist help of the DLU, there would have been many teaching failures.

In this paper, I would like to concentrate on only four findings that contained a few
surprises for us.

The information and knowledge gap

There was a distinct gap in the professional knowledge of teachers in dealing with
certain disabilites. Teachers wanted information on an as-needed basis, about how to
teach students with different disabilities. Whether this involved training,
documentation, best practice examples, liaison with an educational expert, or fact
sheets about different disabilities, it had to be timely and in a usable format:

Whether it’s a lack of maturity or a learning disability, I can’t tell the
difference ... that’s the problem ... I don’t have the expertise.

or
I"d like to see every teacher who’s involved with disabled students
receive some background as to how we can best perform for that
particular student.

More disturbing is that there seemed to be a significant information gap between
Institute policy, driven by government legislation, and the level of teaching practice.
This was revealed in a general way, by comments and recommendations macde both
during individual interviews and at the special meeting which was held.

The fact that teachers made many suggestions, some of which may be considered
impractical, that were contrary to policy guidelines or were already in place - raises a
general information issue for the Institute and its specialised agencies. People
delivering services are in some cases not fully aware of what initiatives are being
developed, or what the policy limitations, internal and external, are on the
organisation delivering vocational education.

Clearly, what is going on at one level of the organisation is not getting through to
another level that needs to know. Significantly, this level that needs to know in many
cases does not even realise it does not know. Hence, we have teaching practice not
fully informed by the reasons why certain things have to be done a certain way and
why some changes (say in assessment procedures) have to be made.

This situation applied also to the way in which the DLU was understood to operate;
for instance, many teachers were not sure what the guidelines were for the
interaction of a support worker, a student and a teacher. The situation is possibly
even more serious, when one considers the number of sessional staff that are now
being employed, with limited (if any) induction processes. Teachers rely on what
they think is reasonable, or what their informal mutual support system provides for
them. Some of the implications can be seen in the next group of findings.

Classroom practices and discrimination

In the real world, how do you give equal opportunities to someone with a disability?
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This was the fundamental question for manyv teachers. Even assuming the definitions
of an equal opportunity policy are understood, how do you do it in practice?

Teachers wanted to be fair in their teaching practices where students with a disability
were involved; but they wanted to be fair without disadvantaging other students.

Fairness to all, as in:
You can’t be seen to be favouring a student with a disability. So any
changes in teaching have to be to everyone’s benefit.

After all, as teachers explained, other students that do not have a disability may be
just as needy for a whole range of different reasons. They may have quite different
levels of personal learning competence, problems with literacy or numeracy and
unrecognised barriers to learning such as: emotional problems, past failures, lack of
family support, poverty, poor language skills, or even a personally unacknowledged
disability - a process of denial.

Because it was unclear to teachers how far they siould go in supporting students with
disabilities, they therefore used their own judgement and went their own way:

... they are just another student as far as I am concerned.

or

You can’t really teach to one person. I think you have to keep a balance
of what you feel is the best way to present a subject to a group. After all it
is not individual tutoring.

Some did the basics - and believed that was the fair thing to do - or they left matters
to the support worker, or they treated everybody the same (after all, is not equal
treatment the same thing as being fair?) Others went a great deal further, believing
that students with a disability had a right to special treatment, and for some it was all
about catering to individual differences anyway:

I try to cater for them without making it obvious to anyone clse. Maybe
some people are entitled to more help than others.

or
My responsibility is to inspire learning, and to recognise each student’s
individuality.

or
... the classroom is just an administrative concept, not a learning coneept.

There were suggestions that a few attitudes were inappropriate and that some
practices had not evolved to take into account the integrated classroom; there was
even some conflict between support workers and teachers over classroom
behaviours, and some teachers were not happy with the role of support workers in
the classroom, particularly during the assessment process:

Support workers sometimes tutor ... not sure what their role is. I thought it
was just to take notes or interpret with sign language. but they seem to do
more than that.
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Discrimination, when it did take place, mostly occurred as a result of an earnest
attempt to be fair - fair to all, as well as the student with a disability.

The possibility of being unfair to a student with special needs, when motivated by
the best of intentions (being equal and therefore fair) - and not realising that by
avoiding positive discrimination you could actually be unfair (hence unjust) - was
surprising. Clearly, guidelines embracing the concepts of fairness, and the qualifying
role of special needs and positive discrimination, should be part of the professional
understanding of all staff.

Teaching practices that had seen better days were acknowledged by teachers, and
they wanted the knowledge and skills to do better. Systemic problems, such as
having to teach by lecturing to large numbers of students, in what is essentially a
‘take it - get it - or leave it’ approach, works against the most disadvantaged, and that
usually means someone with a disability.

Assessment

Some teachers expressed a great deal of concern about the assessment process
involving students with a disability.

A student is being assessed for competency in a subject area, but because of a
disability they require some form of assistance or a modification to the assessment
model used for all students.

Teachers were concerned, even angry, about how much help was being given to a
student, believing in some cases it was not fair (as in overall fairness) and therefore
inappropriate. However, they were not sure whether they could take action (see
illustrative quote above). For instance, if a support worker prompts a student (and
are they allowed to do that?), or the student just goes onto cruise-control while the
support worker becomes a vital part of the learning process, contributing
significantly to team-learning outcomes (assessable in some courses): is that fair?

If the student uses the support worker correctly, that’s fine. When they
use them to slack off ... not happy with that. It has happened that the
scribe is more involved in the class than the student, who is reading a
novel!

How far should you go in changing the assessment model to accommodate a
disability? Not very far in some trade areas - not at all!

We don’t dare put out a student that has not met the competencies
required, disabled or otherwise (eg a procedure about testing a live
circuit). Errors on the job cost lives!

In other areas it is not so clear that a revised assessment does in fact measure
competence. Of course, it all goes back to how clearly the CBT process has been
carried out (for instance, how well definitions of outcomes have been articulated);
but the reality is that in a lot of courses ambiguity exists, and in some cases (for
instance, preparatory courses) there is a great deal of slack: is a student with a
disability considered competent if they type up an A4 document to a particular
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standard, and they do it with no errors - but it takes them two hours to do so? How
about if they are prompted by a support worker or assisted if there is a glitch with
the computer?

If the student above thinks they are ‘competent’, when in fact they are far from being
so by workplace standards, can that be a good thing? Questions like these were
posed by some teachers, and there are no easy answers. Indeed, there seem to be no
suggested guidelines or examples of ‘best practice’ with alternative models of
assessment:

That is the pressure put on us by the DLU [Disability Liaison Unit]. to
make us rethink ... which is helpful in some ways - to rethink what was
done before - but there are limitations. and it does take time.

Teachers felt they were at times under pressure to modify assessment models (not in
itself a bad thing if carried out properly) - but where is the time supposed to come
from? How do you ensure the degrees of difficulty are consistent with what other
students have to go through?

Teachers involved in assessment modifications end up having less time for other
things, including helping students with a disability in other ways. In fact, as one
teacher pointed out, in her subject area there were great difficulties with students
that did not meet the assessable criteria of the DLU, yet they had other ‘just below
the threshold’ problems that needed support (which equates to time). These students
could not access any significant amounts of assistance. There are many such
students, so what is fair after all?

Selection process

In the special meeting that was held after the individual interviews, the question of
how students get to do what courses made a strong appearance.

From the special meeting:

The attitude of TAFE,- where there is a presumption that anyone can do a
course, needs to be reviewed in the light of the changing standards which
apply to education and employment.

There is a perception that because it is TAFE, there is an obligation to take practically
any kind of student - even where their suitability for a course is doubtful. Some
teachers believed the system should be far more rigorous, particularly when dealing
with students with disabilities. This should be the case whether the students are
coming through the normal year 11/12 processes, as pre-apprentices or apprentices,
or through direct applications.

It is clear that people undertake courses for all sorts of reasons, and getting an
employable skill is only one major reason; some people are only concerned to
develop a skill (not reach an industry standard), or to interact with other people in a
social setting. They do a course on the recommendation of family, friends, or even at
the behest of a guardian agency. Yet teachers are generally required to teach all
students to workplace competencies, with a job as the ultimate destination.
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Most departments undertake some sort of interview as part of a selection process,
but it was suggested that this process was not an effective filter. Nor was there
sufficient(if any) advice to the teacher or potential student about what alternative
courses or areas of personal development may be appropriate (perhaps with a
community-based provider or some other TAFE partner).

A particularly striking example was given by one teacher of a student with a
disability (Asperger’s Syndrome) enrolled in a course requiring a great deal of social
interaction and team work (part of the assessment process). When ‘competent’, this
person will be working in an occupation where social interaction is the core of the
work. After employing alternative assessment processes, this person has since passed
through this course and enrolled in another subject area; it is doubtful he or she will
work in the area of original study.

Again, from the special meeting:

Better selection techniques will ensure that students can cope with the
course content and the workplace their competencies will take them into.

While not wishing to seem to deny opportunities to anyone, teachers felt there
should be some guidelines for teachers and potential students (and are there such
guidelines or policies informing practice? See the above section on the information
and knowledge gap), making it clear that a selection process worthy of the name
exists; and disability is a factor (among others) determining whether an application
can proceed.

Some teachers were not sure what was allowable under various Acts of Parliament
or educational policies which regulate what opportunities exist for accessing TAFE.
Our impression was that some teachers were not fully on top of the various social
justice issues which form the foundations of policy.

Some recommendations

From just the few findings and comments examined above, it is clear that a great deal
could be achieved by the timely provision of information, development of
guidelines, and professional development intended to increase the knowledge base
of teachers:

1. Get the information already in existence to the teachers, eg Government and
Ir{{titute policies or procedures; and target new teaching staff.

2. Prepare and distribute guidelines as to what is expected of a teacher in the
classroom and the use of support staff in classes and during assessment and
in-services.

3. Get information and training on disabilities and learning styles; examples of
best practice and an ideas database.

4. Prepare and distribute guidelines regarding allowable assessment variations
and examples of successful practice and what criteria can legitimately apply
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when selecting students; review selection procedures in line with Institute
disability policy; and clarifv any points of contention between policies and
practices.

Some of the recommendations are already being addressed. The vital role of
specialist units like the DLU, as a support to students and teachers, is beyond
question.

The focus of any change should be on the teaching areas, where educators have an
immediate impact on students. One of those areas is attitudinal. Consider the
following: TAFE is seen as an area chronically under-resourced. It was a universally
characteristic response on the part of teachers we interviewed to raise their
eyebrows, conveying a mixture of cynicism and if only wistfulness, when asked to
consider a world of adequate resources when making recommendations.

This may seem to be an amusing conditioned reflex of people in TAFE, until it is
realised that one of the consequences will be people placing self-imposed limits on
their ideas for change. Eventually people stop believing that worthwhile change is
possibie.

We had a feeling when we were completing our research that matters were finely
balanced; there was still time to negate cynicism by taking advantage of some of the
heartfelt suggestions for change. It is therefore a great encouragement to ourselves,
teachers, and others working in the disability field, that some of the issues raised in
the report are now being addressed.

Contact details

George Eraclides
Email: g.eraclides@bhtafe.edu.au
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Evans: Interpreting educational research using statistical software

Interpreting educational research using statistical
software

Elizabeth A Evans
University of Sydney, Cumberland Campus, New South Wales

The VET sector naturally produces a gold mine of data waiting to be
retrieved, assimilated and interpreted into meaningful information.
Senior staff need this information to make informed decisions to improve
student outcomes and optimise scarce resources. There are a number of
software products on the market that will assist VET staff and researchers
in their quest for answers to complex questions. Providing the right
question is asked (and even if it is not the right question to ask), the use
of these software products can save hours of drudgery and the user does
not have to be a statistician to find the answers.

This paper is based on a live demonstration of how a typical set of
educational data can be examined using quantitative statistical software.
A research question will be investigated by examining the data to
establish if a relationship exists between two or more variables, such as
hours of tutorial support and resulting grades.

It is not my intention to discuss the academic governance of research protocols. In
fact, I debated as to whether or not I should write a paper, given that I was
demonstrating the benefits of a computer software product to do quantitative
statistical analysis of research data. Then I thought that I should, so that the first
impression I expected from the audience would be reinforced, encouraging them to
think about how useful statistical analysis could be in making timely data-based
decisions.

When I submitted my abstract, I was working for the Technical and Further
Education Institute (TAFE) of New South Wales (NSW) and intended to use some
“‘real’ VET data. Between then and now, I've moved onto the University of Sydney
and so I have lost that opportunity, although I would not consider it to be vitally
important. It's not the data itself, but the statistical analysis of it that I wanted to

show you.

I decided to pick the topic of tutorial support because it has been widely debated
within the VET sector, both in terms of its cost and its benefit. Setting up a research
scenario in my mind, I created 300 cases from random data generation which I then
adjusted to correct obvious error (for example, you could not be born overseas, be 22
years old, and have been in Australia for 30 years), and then further to be able to
highlight the analysis.

Each case represents a student. Each student was required to take a literacy test (for
both numeracy and language), and from those results the student was recommended
to access a quantity of tutorial support hours. Their use of tutorial hours was
recorded, and at the end of the semester, all of them took a communications test.
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There were 11 variables identified: Gender; Age; Country of origin - collated into 5
global regions; Native language - first language; Years in Australia; Prior Education -
< Grade 10, Grade 10, HSC, Tertiary; Faculty enrolled - six different faculties; Initial
literacy test mark, Tutorial hours required, Tutorial hours used; and Final
communications exam mark.

The quantitative statistical analysis software I used was SPSS Version 10. There are
other similar products on the market, and it is worthwhile comparing them. 1
learned this software through compulsory research courses in graduate school, and
considered it a valuable tool for management to use in a practical way to explore and
measure their environment, and their interaction with it.

Research is all about getting to know vour data. SPSS allows you to look at your
data from all sorts of angles, and this is known as ‘descriptive’ statistics.

As a layperson, I would like to know how many students are female or male, and I
would like to know how many students are in each faculty. Ican find this out by
using Frequencies from the Analyse - Descriptive Statistics menu.

GENDER
Cumulative
Frequency | Percent Valid Percent Percent
Valid  Female 131 43.7 43.7 437
Male 169 56.3 56.3 100.0
Total 300 100.0 100.0
FACULTY
Cumulative
Frequency | Percent Valid Percent Percent
Valid  General Education 77 25.7 25.7 25.7
Business 63 21.0 21.0 46.7
Tourism & Hospitality 55 18.3 18.3 65.0
ITAM 40 13.3 13.3 78.3
Engineering &
Manufacturing 37 12.3 12.3 90.7
Rural & Mining 28 9.3 9.3 100.0
Total 300 100.0 100.0

This gives me some valuable information. It confirms that I have 300 cases and no
‘missing’ cases, and it gives me the percentage contribution of each category of the
variable.

What I'm really after is some sense of the literacy test marks, and there could be

many things that could impact upon the marks achieved, such as prior education,
country of origin, what a student’s first language is, and how long that student has
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been in Australia. But first I would like to see if the literacy marks are different from
one faculty to another.

By running ‘Explore’, I will get a table that shows me the shape of the distribution of
the marks in each of the faculties. Shape is defined by a number of statistics. What is
the average literacy mark in General Education or in Engineering and
Manufacturing? How far do the marks range? Are the marks ‘concentrated’ around
the average or are they ‘spread out'? SPSS provides very comprehensive descriptive
statistics under Explore, but what is even more ‘enlightening’ to the layperson is the
graphical representations.

Below is a histogram, or frequency chart of the literacy test marks for the faculty of
Tourism and Hospitality. I could have asked for a ‘normal curve’ to be included,
which would enhance the imagery of the spread of the data. You can see that the
majority of the marks fell +/- 20 marks out of a possible 50 marks. SPSS provides
some useful information such as the average mark (26.9), the standard deviation
(26.9 +/-9.13) and the number of cases (students) who took the literacy test and are
enrolled in this faculty.

Histogram
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SPSS wraps up its ‘Explore’ analysis by giving you what is called a boxplot.

This gives you a helicopter view of the literacy marks across all faculties. The box
itself represents the interquartile range of the data (middle 50%), while the ‘whiskers
are the last data values within 1.5 lengths of the box. The heavy line within the box
is the median, and the little circles that lie outside the whiskers are ‘outliers’, while
the appearance of asterisks would be ‘extremes’. This is valuable to know, because it
means the data value is ‘unusual’, and you may want to check that the data entered
was correct and not a mistake.

’
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We may also want to explore if there is a difference between females and males.
Using the literacy test mark as our focus, we can run an Independent samples t-test
to obtain a probability statement about the difference in means between females and
males. The following table is produced:

Independent samples test

assumed

Levene's Test fo t-test fo
Equality o Equality o
Variances Mcans
H _Sig. t d |Sig. (2-tailed
LITERACY] Equal variances 094 759 594 298 553
Literacy Exam| assumed
Mark]
Equal variances no .5971284.409 551

There are 131 females and 169 males, so the groups are not homogeneous (as is often
the case). The t-test assumes homogeneity, so SPSS gives you two sets of t-test
results. For the means to be significantly different between females and males, the
Levene’s Test would have to be less than .05 - but this is not the case. The
significance of the t-test is much greater than .05, so there is no significant difference
between the literacy test scores for males and females.

Do the mean literacy scores between faculties differ? Sometimes it is obvious from
the boxplot. In this case, what we can tell here is that ITAM (Information
Technology Arts & Media) has a higher range of marks than all other faculties and

that its median literacy test mark looks to be significantly higher than the rest. We

can ask SPSS to Compare Means, and SPSS gives you a few options, from comparing
the actual means into a simple table, to conducting various t-Tests (for two
populations), and performing a one way ANOVA (ANalysis Of VAriance for two or
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more populations). A one way ANOVA shows you how significantly the mean of a
given faculty differs to means of the other faculties.

ANOVA
LITERACY
Sum of
Squares df Mean Square F Sig.
Between Groups | 6176.682 5 1235.336 16.142 .000
Within Groups 22499.088 294 76.528
Total 28675.770 299

This is the first table produced. We are interested in the mean differences within the
groups, not just between them. -In this paper, I have assumed, as is commonly the
practice in social research, that the level of significance is .05; anything below is
significant, and anything above is not. The ‘Sig’ here is .000, and that means there is
virtually no probability of us achieving sample means that are different by chance
alone. Therefore, the means between the faculties are different, but which ones?

(I) FACULTY (J) FACULTY Mean difference (I-]) [5td. error [Sig.
General Education Business -5.94* 1.49 .001
Tourism & Hospitality -4.99* 1.54 .021
ITAM -14.30* 1.71 .000
Engineering & Manufacturing}1.13 1.75 1.000
Rural & Mining 11.72 1.93 1.000
Business General Education 5.94* 1.49 .001
Tourism & Hospitality .95 1.61 1.000
[TAM 18.37* 1.77 .000
Engineering & Manufacturing.80 1.81 1127
Rural & Mining 4.21 1.99 .521
ITAM General Education 14.30* 1.71 .000
Business 8.37* .77 .000
Tourism & Hospitality 9.32* 1.82 .000
Engineering & Manufacturing|[13.17* ~_R.OO L000
Rural & Mining 12.58* 2.16 .000

* The mean difference is significant at the .05 level.

This table shows statistically how significantly different each of the faculty means on
the left-hand column is to each of its counterparts. I've culled the faculties of
Tourism & Hospitality, Engineering and Manufacturing and Rural & Mining from
the imported table to keep it brief, but note that, as an example, the Faculty of
Business’ mean literacy score is significantly different from General Education and
ITAM, but not from T&H, E&M and R&M. As expected, ITAM’s mean literacy score
is significantly different from all of its counterparts. Again, this is useful
information, and sometimes the eyes on the boxplot can be deceived!

245




O

ERIC

Aruitoxt provided by Eic:

Evans: Interpreting educational research using statistical software

When we move beyond one-way or one-factor ANOVA, the distinction between
main effects and interactions become relevant. A main effect is an effect (or group
difference) due to a single factor (independent variable). For example, we want to
study the prior education difference across country of origin and by gender. The
effect of country of origin alone, and the effect of gender alone, would each be
considered a main effect. In other words, we want to test that the country of origin
differences are identical for each gender group. Since we are studying two factors,
there can only be one interaction. Sound clear as mud? Let us look at the graph.

Visually the overall means for men and women are not the same (women are

higher). What is important is that the gender differences vary dramatically over the

countries of origin: in Australia, it's about the same, but in the Pacific Rim, women
have a higher education than men, while in Asia they have a lower level of
education, and this is lower still in Europe. From the table below, there are no main
effects and a strong interaction, but the ‘model’ accounts for only 2% (R*=.019) of the
variance in education. There must be other factors that cause the mean differences.

Estimated Marginal Means of Prior Education

3.0

294

2.8 1

2.7

2.6

259
s Gender

[a]

24 Female

Estimated Marginal Means

23 Male
Australia/NZ Pacific Rim Asia Europe Other

Country of Birth
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Tests of Between-Subjects Effects

Dependent Variable: PRIORED Prior Education

Type lil Sum .
Source of Squares df Mean Square F Sig.
Corrected Model 4.635° 9 515 .382 .943
Intercept 1777.255 1 1777.255 | 1316.983 .000
ORIGIN .736 4 .184 .136 .969
GENDER 440 1 .440 .326 .569
ORIGIN * GENDER 3.934 4 .983 .729 573
Error 391.352 290 1.349
Total 2540.000 300
Corrected Total 395.987 299

a. R Squared = .012 (Adjusted R Squared = -.019)

Correlation is about quantifying the strength of the relationship between variables.
The Pearson product-moment correlation coefficient is a measure of the extent to
which there is a linear or straight line relationship between two variables and the
value will fall between -1 (perfectly negative correlation - as one moves up, the other
moves down) to +1 (perfectly positive correlation - for every unit move in one, there
is an identical move in the other). SPSS will calculate the Pearson Correlation on any
number of variables you choose and produce a table like the one below. It is easy to
interpret. AsI mentioned at the beginning, I manipulated the randomly generated
data to enhance the SPSS displays. In this case there is a significant correlation of
each variable to all others selected, as indicated by the **. Some of them are positive
correlations, ie the higher the prior education the higher the literacy score, and some
of them are negative; the higher the literacy score, the less tutorial hours required.
‘Real’ data usually is not so accommodating. In social or market research where
straight-line relationships are found, significant correlation values are often between
.3 and .6. But what if the relationship is non-linear? SPSS accommodates this with
curve estimates.

Correlations

I PRIORED | LITERACY | TUTREQD | TUTUSED | COMMSC
PRIORED Pearson Correlation 2000 5521 -.602"1 -.448" 469"
Sig. (2-tailed) .000 .000 .000 .000
N 300 300 300
LITERACY Pearson Correlation -.868" - 477" .908™
Sig. (2-tailed) .000 .000 .000
N y ; 300 300 300
TUTREQD Pearson Correlation -.602*4 -868"% < & 1.000 ¢ .559"1 - 778"
Sig. (2-tailed) 000 000 [ i .000 .000
N 300 300 | . . 300 300 300
TUTUSED Pearson Correlation -.448"1 -477*1 559%F. . 1.000° -.186*1
Sig. (2-taited) 000 .000 000 fooer .0014
N 300 300 300 P 300 300
COMMSC  Pearson Correlation 469" .908"1 - 778" -186"1 .. 1000
Sig. (2-tailed) 000 .000 .000 001 f
N 300 300 300 300 | . 300

**. Correlation is significant at the 0.01 level (2-tailed).
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Correlation analysis provides a neat single numeric summary of the relationship
between two variables, but it would be more useful from a practical point of view to
have some form of predictive equation. Regression analysis is a statistical method
used to predict a variable from one or more predictor variables. The first thing we
do is construct a scatterplot to get a vision of the relationship.

The scatterplot SPSS has prepared is called a Matrix Scatterplot, and what it shows is
a scatterplot for each variable to all other variables. As you would expect, there is
likely to be a positive linear relationship in some, a negative one in others, and little
or no relationship in yet some others.

Visually, it would appear that there is a positive relationship between one’s literacy
mark and one’s final communication mark; if you did well in the initial literacy test,
it is likely that you did well in the final communication test. There appears to be a
negative relationship between the literacy mark and the tutorial hours
recommended. Again, this makes sense - if you scored well on the literacy test, the
tutorial hours recommended would be low or nil.

There is also a negative relationship between Tutorial Hours Recommended and the
Communication Mark (the logic of which follows from the literacy test). There
appears to be little or no relationship between the literacy mark and the tutorial
hours used, nor between the tutorial hours recommended and the tutorial hours
used, nor between the tutorial hours used and the communication mark. It may be
that the tutorial hours do not have much effect on the outcome!

Matrix Scatterplot

Literacy Mark

Tut Hrs Rec'd

Tut Hrs Used

Comm Mark
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Because we have already discovered through correlation that the variables were
related, we have bypassed simple regression for multiple regression, where we will
construct a predictive model to estimate the communication mark to be expected if
there are certain values given to the literacy mark, the tutorial hours recommended,
and those used. '

The important number in the model summary is the R Square. The R Square
measure of .911 indicates that these three predictor variables account for about 91.1%
of the variation in the final communications mark. In real life, it is not likely that you
get this close!

Model Summany

Adjusted Std. Error of
Model R R Square | R Square | the Estimate
1 .9542 91 910 2.79

a. Predictors: (Constant), TUTUSED Tutorial Hours
Used, LITERACY Literacy Exam Mark, TUTREQD
Tutorial Hours Recommended

b. Dependent Variable: COMMSC Communications Mark

Coefficients
Unstandardise] Standardised § Sig.
d Coefficients Coefficients
Model B|Std. Error Betal
(Constant) 5.152 1.289 3.996| .000
LITERACY Literacy Exam] 885 .033 .935 26.736( .000;
Mark
TUTREQD Tutorial Hours -.15§] .036 -.163| -4.398 .000
Recommended
TUTUSED Tutorial Hours 311 .019 3521 16.778 .000
Used

Dependent Variable: Communications Mark

The coefficient table produced by SPSS gives you the Betas you need for your
multiple regression model of: Y = (81 * X1)+(82*X2)+(f33*X3)... What is really
important here is that you cannot predict outside of your range of existing values, so
you must pick a literacy mark between the lowest and highest recorded (X1), and the
same applies for the tutorial hours recommended (X2) and the tutorial hours used
(X3).

What is important to note here is that at the end of the day, in these cases, the final
communication mark principally depends on the mark achieved in the initial literacy
test. If the cases were ‘real’ (and I acknowledge that they are not, and perhaps for the
best), this would give administrators some food for thought about the resources they
devote to tutorial support as it relates to educational outcomes.
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Conclusion

I would like to be able to tell vou just how easy all of this is, and how the software
can be used in a variety of ways to the benefit of vour institution. I can certainly
attest to the latter, but like all software, your proficiency is a matter of time and
effort. An introductory statistics course (for Dummies) would not go astray, as it has
a language of its own, although the concepts are quite intuitive.

You should also know that [ am an administrator, and not a professional (or
otherwise) researcher, so I am always looking for information and [ am always
concerned with expenditure! If you researchers out there thought this paper was not
to academic standards, then you are absolutely right. It has been written for the
lower earthlings who struggle for answers every day.

One thing that you may have noted is that [ have imported the SPSS output into this
word document alternatively as an object, and also as a ‘copy/ paste’. SPSS
(colourful) output can really enhance your reports.

Where this kind of software is a powerful tool, and can save you a significant
amount of money, is in market research. Educational institutions have realised how
important it is to measure their environment and their customers. Without debating
the issues or reliability and validity (ie having someone externally prepare the
measurement tool, administer and analyse the results), it can be very useful to
analyse secondary data (such as the ABS) as well as primary data (conducting your
own student satisfaction survey).

I encourage you to explore these products and invest a little to get a lot. Happy
analysing!

Contact details

Elizabeth Evans
Email: E.Evans@cchs.usyd.edu.au



Abstract
Leadership seminar

lan Falk and others
Director, Centre for Research and Learning in Regional Australia
' University of Tasmania

The issue of strong leadership in VET is assuming critical national significance in these times.
How does VET leadership and management at a local level respond to the pressures of
globalisation and instant giobal communication? At issue is the response to change in the
environment of VET organisations, especially RTOs. Is the required balance between leadership
skills and management skills changing as a result? What is the nature of leadership and
management in VET for the new millennium? What are the implications of these matters for the
future of VET leadership and management? There are four projects on Leadership in VET
currently underway in Australia that address these issues. Three are funded by NCVER and one
through the TAFE Directors Australia. The seminar will present and synthesise emerging views
and findings from these projects and open for discussion the implications of local VET leadership
responses to future VET scenarios.

291



O

ERIC

Aruitoxt provided by Eic:

Abstract

What, if anything, is a training/learning culture?

Dr Jane Figgis
AAAJ Consulting Group
Western Australia

This session explores the usefulness and validity of the construct ‘a training/learning culture’ in
researching and understanding (and in recommending and marketing VET programs or policies) for
enterprises and communities. It begins with a brief presentation from the four projects that NREC
funded for 2000 under the research theme ‘training/learning culture”:

¢ Building a learning and training culture: the experience of five OECD countries — Peter Kearns
and George Papadopoulos;

¢ Case studies of organisations with established learning cultures — Robyn Johnston and Geof
Hawke;

¢ Factors influencing the implementation of training in selected industries — Lee Ridoutt;

¢ What convinces enterprises to value training and what does not? a study in using case studies
to grow an Australian training/learning culture — Jane Figgis (for the WA Consortium).

The point of the session, however, is to stimulate a general discussion about the subject. Some of
the issues which will, necessarily, be addressed include: how do we define a cuiture that uses
training and learning effectively? what are the stages in getting enterprises, individuals and
communities interested in training and learning? is there an important difference between training
and learning? how to understand the role of micro-cultures in an organisation and their relation(s)
to the overall cuiture?

Theme: translating research into practice
Key words: enterprise training/learning culture



Opening Pandora’s Box
(keynote)

Bruce Gilbertson

Educator

Thank you for inviting me to be your guest this evening and to talk with you over
dinner. I hope you have a rewarding time at the 2001 AVETRA Conference.
‘Research to Reality: Putting VET Research to Work'.

The topics which caught my eye were:

» forming and fostering research partnerships
» lifelong learning

¢ research for quality improvement, and

¢ identifying NEW research directions.

It would appear that the outcomes of this conference invite change. I applaud that.
However, I need not tell you that change is always accompanied by fear and fear has
a habit of closing the lid on change. Is the devil you know better than the one you
don’t know? The only reality in such thinking is that if fear wins and the lid on
change is closed, noone ever gets to know or experience the possibilities that could
have been.

I do not know enough about education to comment on the adequacy of my own. I
am here now and I experience what I now experience having come through it. But
given more recent experience about which I will later touch upon, my mind races at
the possibilities were I to have been educated in a different way.

Education is such an important thing and many wish that if only they had that little
bit more education, this or that might have happened. Take the story of the two
Australians looking for work in London. They saw an advert for two footmen which
said, ‘References essential’. Showing some ingenuity, Bruce said, ‘Right, I'll write you
a reference and you write one for me’. And so they arrived for their interview and
offered the Duchess their glowing references. ‘First’, she said, ‘Formal wear here
means wearing kilts, so down with your trousers and let me see your knees’. A little
surprised, the Aussies dropped their trousers. The Duchess gave a nod of approval
and said, ‘OK, now let me see those testimonials’. Well, after being thrown off the
property, Bruce said to his mate,” With a little more education, we would have got
thatjob’. I digress.

One clear recollection of early school for me was watching a friend of mine climb a
tree and refuse to come down until his parents were called to the school. He’d been
dressed in a pinafore and had a ribbon tied in his hair as punishment for bad
behaviour. He was always a trouble maker and regarded as not being very bright.
When I reflect on his protest today, I think of how intelligent it was for an eight year-
old. What were the possibilities for a mind such as his, particularly in circumstances
where educators were trained to observe the value of such a response?
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I learned my times tables backwards and sideways and every which way in year 5.
Did I know whv I was doing this? No, but I did it. It was the practice of our maths
teacher to call every student with a wrong answer to stand out the front to await a
mass caning. The only person not caned each day was the last one remaining in the
body of the classroom who had survived. Some students simply went out the front
before they were called to answer. The teacher never looked upon this as an
intelligent response to a futile exercise. '

One student, when asked ‘How many months in the year have 28 days?’ replied
‘They all do!" I could never understand why he got detention for trying to be smart.
At twelve T undertook a vocational guidance test and interview, arranged through
the Catholic school I attended. I lost sleep over the fact that all indicators suggested I
was going to be a priest. Finally, the parish priest let me off the hook and said I
would know my calling and he didn’t think it was the priesthood for me.
Nonetheless as an outcome of that meeting, I did end up as an altar boy. Somehow,
advice often carries with it a bias or attached agenda. His advice relieved me, but I
continued for the next year or so expecting to hear a voice in a deep and echoing tone
say: ‘It's time’. Eventually I did hear that voice but it was not from God, but rather
Gough (as in Whitlam).

Even my University days were perplexing for me. It was not until years later, I was
able to understand why I did not feel comfortable doing what I was doing. Now I
look back and I beg the question why noone saw or understood the direction my life
seemed to be taking from almost its inception.

From about age three, I sang. I've always sung. My brother always wanted to go
outside in 40-degree heat to play cricket. He would have to drag me off the cool
laundry floor where I would lay for hours humming and feeling and listening to the
resonation of my body. At the age of 10 or so, I entered myself in talent quests and
wrote to TV stations and sang on them. At 12 [ was singing in children’s opera and
by 16 I had started my own rock band, buying my first microphone and PA system
with money I had earned from singing.

So, surpass surprise, I decided to be a musician. But I was distracted by the system
into believing there was no security in being a musician. I was not encouraged to
believe in myself or to follow my instincts. On the contrary, I was encouraged to be
monetarily secure. The fear of security closed the lid tight and I became someone I
was not.

I failed three of my four subjects in first-year Law. I spent hours in the library
researching old cases and creating wonderful points for discussion and argument.
Oh no no no! If I wanted to pass, this extra search for knowledge must stop. Go to
the tutorials and give back to the examiners what you learn in the tutes. I therefore
learned how to pass exams at university, and upon leaving the system I learned how
to be a lawyer from real-world experience, where my research methods from my first
year became invaluable to me.

In spite of considerable success as a lawyer, the desire to sing was always tearing

away at me. The advice from the old priest had been right. The call had been coming
loud and clear, but I had been too distracted by the “well meaning’ to hear or
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recognise the call. I ultimately listened to the call, sold my share in my legal practise’
and went to live in Vienna where I studied voice and drama, and ultimately sang in
Europe and America before returning to Australia to have a family and continue an
international career from here.

This history emphasises my personal experience. However, my story is not unique.
The number of people working in environments not true to their calling is alarming.
Their stories are similar and differ only to the extent that they have still yet to open
the lid to the possibilities to be explored in their own lives.

In Vienna I went through yet another teaching process as a student of voice in a
language I had to quickly learn, because my teacher did not speak English.

It was through this experience that I developed the philosophy I now practise as an
aid to singers who seek my assistance. My opening statement to them all, is ‘I am not
your teacher, you are your own teacher’.

Before I speak about that philosophy, I want to turn to the topic I came up with for
this chat with you this evening: ‘Opening Pandora’s Box'.

There are two versions of the Pandora myth. In the first, Pandora was given a jar by
Zeus and told not to open it. Curiosity got the better of her and on opening it, all the
evils and ills of the world escaped. She tried to put back the lid, but only hope
remained. In the second version, Zeus gives Pandora a box containing marriage
presents. Being curious, she opened it and all its blessings flew out of it, leaving hope
behind.

Guess which version I prefer.

Nowadays, the mention of Pandora’s box is synonymous with fear. ‘Oh, don’t do
that, you’ll be opening Pandora’s Box’. The decision to go to Europe seemed so right
for me, yet at the time it was a frightening thing to do and was met with much
opposition.

It was not easy to open my Pandora’s box. Everything I had been taught distracted
me from opening the lid. It would have been easier then to stay a lawyer. Everything
I knew, as distinct from what I had been taught, told me to listen to my calling and
silence the distractions. I owe a great debt of gratitude to my wife, who was willing
to open Pandora’s box with me. That experience taught us both that the lid on
Pandora’s box can be opened more than once and it is one lid we try to leave open.

I continue to perform as a singer, but